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This study examines first language (LI) maintenance in a second language (L2) 
environment from the viewpoint of its importance, implications,'and challenges, 
specifically in the context of Ontario’s International Language (IL) Programs. An 
ethnographic case study was conducted in two IL elementary classrooms to investigate 
the role IL programs play in language maintenance. Program administrators, teachers, 
students, and parents participated through semi-structured interviews, classroom i 
observations, and in-class questionnaires. This study reviewed current curriculum and 
educational policies and suggested amendments for more relevant IL teaching and - 
learning policies. It also examined stakeholders’ perceptions and attitudes towards the 
Cantonese Chinese language, the IL program, and how these factors contribute to 
language maintenance. The results suggest that IL Programs do contribute to the overall 
Cantonese Chinese language maintenance in second-generation Chinese Canadians. 
They show that both stakeholders’ attitudes towards the language and the quality of the 
learning material can impact the language learning and maintenance environment.
Keywords: International Language Program, Heritage Language Program, second - 
language learning, second language teaching, language maintenance, minority language 
maintenance, Cantonese Chinese language learning, second-generation Chinese 
Canadians, bilingual education, biliteracy, multiliteracy, Continua of Biliteracy •:
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CHAPTER 1: INTRODUCTION 
Motivation for the Study i
I emigrated from Hong Kong to Canada when I was eleven, and although I am still 
¡fluent in my mother tongue -  Cantonese Chinese, I am more comfortable expressing 
myself in English; my Chinese is not as proficient for my age as it would be if I still , 
¡resided in Hong Kong. Though I attended six years of Cantonese Chinese “International 
¡Language” classes, from grade six through grade twelve, since my arrival in Ontario, 
much of what I know now about the Cantonese Chinese language is accumulated from 
¡my education in Hong Kong during the first eleven years of my life. My sister was only
j
¡seven when she came to Canada and though, like me, she also attended Cantonese 
¡Chinese International Language School on Saturdays, and despite my parents’ relentless 
¡attempts to speak and read to her in Cantonese Chinese at every opportunity, she only has 
¡enough oral proficiency to participate in casual dialogues. In fact, she cannot even read 
¡the menu in a Chinese restaurant. My sister’s situation is not unique, nor is it limited to 
¡speakers of Cantonese Chinese language. My research aims to promote language 
¡maintenance and build awareness around the issues as experienced by second-generation
i
¡(and beyond) Canadians who belong to a visible minority group. : T f
Background of the Study
In a recent survey conducted by Statistics Canada (2010) on the projections of the 
diversityof the Canadian population, a general trend is observed: the visible minority I
i l
¡population will likely increase rapidly among the Canadian-bom, many of whom are the 
¡children and grandchildren of immigrants. Specifically, by 2031, it is predicted that , 
¡second-generation Canadians who belong to a visible minority group will represent 47%
2
of the overall population, nearly double the proportion of 24% in 2006. Despite the fact 
that the student population in Canadian classrooms will continue to become more 
culturally and linguistically diverse (CLD), at present, resources in Ontario remain 
limited to education offered through the 'medium of Canada’s official languages -  
English and French. Meanwhile, other languages, such as Chinese, remain outside of 
mainstream classrooms.
In recent decades, the Chinese Canadian population has steadily increased and 
this trend is projected to continue (Statistics Canada, 2007). Data from Library and
I
Archives Canada (2009) provide the following information on Chinese immigrants to 
Canada:. the history of Chinese Canadians dates back to a period before 1867, the year of 
Confederation. The first large group of Chinese immigrants arrived in 1858 from China’s 
Guangdong province! They settled in Canada’s west coast along the Fraser River in 
British Columbia to work as gold miners, railway construction workers, and general í 
labourers. In 1885, the Canadian government passed the Chinese Immigrant Act, where 
all Chinese workers and family members who wished to enter Canada had to pay a $50
i . v
!
head tax; as à result of this hefty fee, this drastically lowered the rate at which thè 
Chinese immigrated to Canadá (i.e. from 8000 in 1882, to 124 in 1887). In 1903, this tax 
'was further increased to $500, significantly deterring Chinese immigrants from entering 
Canada. Canada then passed another Chinese Immigration Act in 1923, which prohibited
Chinese immigration altogether. It was not until 1947, two years after the Second World! . • £
War, that the Canadian government repealed and amended its immigration policies. All 
in all, these early Chinese immigrants experienced both institutional and everyday racism
3
on countless occasions and on different levels, from immigration policies to the ' 
¡workforce (Library and Archives Canada, 2009).
i ’
The Chinese language has many dialects, including Mandarin, Cantonese, Hakka, 
and many others (UCLA Language Materials Project, 2010). The Cantonese dialect has
I
many alternate names, such as Yuet Yue and Gwong Dung Waa (Lewis, 2009). It is a 
tonal language, where the word meaning change based on the pitch with which words are
ii
spoken (UCLA Language Materials Project, 2010). Mandarin is the official language of 
China; however, Cantonese is the main medium of communication in Hong Kong
(UCLA Language Materials Project, 2010). In 2008, China’s population was
1 .
approximately 1.3 billion, of which, 52 million were Cantonese speakers (Lewis; 2009).
i
As of the mid-2000s, the Cantonese Chinese world population was estimated to be 
around 55 million, with speakers widely dispersed over various countries, including the 
Chinese province of Guangdong, Hong Kong, Singapore, Vietnam, United Kingdom, and 
Canada (Lewis, 2009).
Krashen, Tse, and McQuillan (1998) define a heritage language as one that is not 
spoken “by the dominant culture, but is spoken in the family or associated with the 
heritage culture” (p. 3). Based on this definition, Cantonese Chinese would be 
considered a heritage language in Canada. Heritage Language (HL) and International
Language (IL) programs can address the needs of a CLD student population by providing
| ' • .
an education that promotes and values heritage languages and cultures. In addition,1 *
1
researchers such as Cummins and Danesi (1990), Wong Fillmore (1991), Krashen et a l.; 
(1998), and Portes and Hao (1998), have all found that maintaining a native language in 
addition to learning a second language aid in the enhancement of personal and cultural'
4
I identity, promote the development of self-esteem, and have a positive influence on the 
I long-term cognitive development of CLD students.
Context of the Study 
Official Languages of Canada
! As noted, Canada’s official languages are English and French. Individuals
j wishing to immigrate to Canada are expected to be proficient in at least one of the two
i
| official languages (Citizenship and Immigration Canada, 2010). These immigrants come 
¡ from all over the world and, in some cases, have spent most of their adult lives in their 
I home country, which, more often than not, has an official language that is neither English 
j nor French. Entering and living in Canada, they gain increased exposure to English 
! and/or French, depending on where they settle. Also depending on their neighbourhoods
j
! and the presence of their heritage communities, these new immigrants may have some,
i
! little, or no ties to their home cultures and languages while living in Canada.
Second Language Education in Ontario Schools 
i Within the mainstream school environment, Ontario offers second language
¡ education in the form of Core French classes or Extended French and French Immersion
ii
¡programs. At the elementary level, unless students are in French immersion programs,
¡ they are mandated by policies and program requirements to be enrolled in Core French
¡programs from grades four to eight, and must receive at least 600 hours of instruction by¡
! the end of grade eight (Ontario Ministry of Education, 1998). In the Core French
; $
¡program, French is taught as a subject on its own. The Ontario curriculum document for 
I French as a Second Language (1998) outlines minimum expectations for the learning of 
; French as a second language (FSL) for students in English-language elementary schools.
5
: t
¡The purpose of the Core French program is to ensure elementary students develop basic 
¡communication skills in French, have an understanding of the nature of the French 
¡language, and gain an appreciation of the French culture -  both here in Canada and 
'abroad (Ontario Ministry of Education, 1998).
| Ontario elementary level students can choose to enrol in an Extended French or
¡French Immersion program instead. Both of the latter differ from Core French in that|
¡they not only teach French as a subject, but it also uses French as the medium of
j
¡instruction in other subjects such as science and history (Ontario Ministry of Education,
!
j 2001). The aim of Extended French and French Immersion programs is to provide
i
¡students with strong fundamental skills -  listening, speaking, reading, and writing -  
¡needed to communicate effectively in French. In the Extended French program, French
i
■must be taught as a second language and used as the medium of instruction for at least 25 
¡percent of the total instructional time at every grade level. Students must receive at least
j
j 1260 hours of instructional time in French by the end of grade eight (Ontario Ministry of 
¡Education, 2001). In the French Immersion program, French is taught as a second
¡language and is also used as the medium of instruction in at least 50 percent of the total
|
¡instructional time at every grade level. Students must receive at least 3800 hours of 
¡instructional time in French by the end of grade eight (Ontario Ministry of Education,
t
¡2001). Though both programs are designed to develop different levels of French
1
i proficiency in students, both programs incorporate cultural study in their programs, with
j ■ *
¡the express aim of helping students develop an understanding of and appreciation for 
French culture.
6
¡ Background of Heritage Languages Programs in Ontario in Comparison to
Other Canadian Provinces , ^ '  ji
I In 1977, the Ontario government introduced the HL Program, which was a :
! language development program that aimed to provide language instruction to individuals
j
I whose heritage language is not one of Canada’s official languages (Ontario Ministry of 
| Education, 1991). Legislation surrounding it met the needs and demands of the time, yet
! three decades later, the legislation and governmental policies remain the same. Though
\
j Heritage Languages Programs has been renamed as International Language Programs, the
i
¡ legislation has not been changed, added to, or improved. Its failure to evolve with time, 
by responding to education research and the evolving needs of Ontario students, has
j resulted in a stagnant Ontario IL Program that lags behind that of other Canadian ¡
j
j provinces (e.g. Alberta and British Columbia).
| The province of Alberta provides IL Programs through bilingual programming at
| the elementary, junior high, and senior high level (Government of Alberta, 2011). It
I
I provides bilingual programming that offers students the opportunity to learn about the
j . Vi
! language and culture of English and a second language other than French, and it also
i
j
| provides instruction through the medium of the international language (Government of
| Alberta, 2011). Similarly, the province of British Columbia offers “Integrated Resource
j
; Packages” (IRPs) or second-language studies for students from grades 5 to 12. The
!
|
! languages offered are American Sign Language, French, German, Japanese, Mandarin! ? ii
! Chinese, Punjabi, and Spanish. Additionally, school boards are encouraged to develop
I second-language curricula to meet the needs of the other language communities they
|
j serve (British Columbia Ministry of Education, 2003). Both Alberta and British
7
| Columbia’s second language programs are bilingual programs that promote the learning
i
| o f both English and the second language within mainstream classrooms, where the
i|
[ second language is taught as a subject and is used as the medium of instruction for other 
! subjects. In Ontario, on the other hand, the IL Program remains outside of the regularItl ■ 
i.
j school curriculum and has yet to be fully integrated into the regular school day.
i ,
| History of Ontario’s International Language Programs
| There are different organizational models for Ontario’s IL Programs (e.g., the
| integrated extended-day-school model, after-school model, late-aftemoon or evening :
i{
| model, weekend model, and summer school model); however, the most common
|
| organizational model is the weekend model, which is the model this study observed. A 
j common factor among all organizational models is that they are all offered outside o f.
i
mainstream school hours. •• '
| To sum up, despite the name change, Ontario’s IL Program is still very much the
j same program as that offered more than three decades ago. Such a program must take
j
i
j into account the evolving student population and their change in learning needs in order .
I ' ■ . V!
| to successfully reach its goal of promoting non-official language learning and
Ii
maintenance. . ............  ;
II
i Demolinguistic Changes in the Student Population
; Back in the late 1970s and early 1980s, and even up to the 1990s, students who
i •
| attended an IL Program, under the previous name of HL programs, brought with them
j
1 their own personal experience with the minority language and culture from back home
i
! prior to immigrating to Canada. Most of those students’ first language (LI) was the
j
| language they were aiming to maintain by attending the IL program. Their primary
8
language of communication was also their mother tongue; however, much of that has 
changed today. /
: Many students in IL classrooms nowadays are not first-generation immigrants : 
with prior knowledge of the target language; rather, many are now generation 1.51 or 
second-generation Canadians with little knowledge of the target language and culture. 
These students’ everyday language is English, both within their social and academic- 
settings. They may not have the same deep social and emotional connections to the 
language and culture that first-generation Chinese Canadians did since they were bom 
here in Canada and their lives revolve more around Canadian than Chinese culture.
Conceptual and Theoretical Frameworks , ^
This section presents an overview of four prominent conceptual and theoretical 
frameworks in the field of bilingualism and multilingualism. First, I examine the 
language learning framework that revolves around LI development, bilingualism, and 
cognitive development. This is followed by a discussion of the conceptual frameworks 
on language maintenance and language shift. Next, the Continua o f  Biliteracy framework
; . V
will be reviewed at length. Finally, I take a look at the bilingual education model, 
discussing aspects of additive and subtractive bilingualism, as well as the dual-language 
instruction model. ■
First language development, bilingualism, cognitive development, and language 
learning
While experts in bilingual and multilingual education express similar .views on the 
advantages of such programs over monolingual education, some critics argue otherwise.
1 In this paper, the term “generation 1.5*’ refers to individuals who immigrated to Canada before their 
adolescence. Please see the “definitions” section at the end o f this chapter for a more detailed definition of 
“generation 1.5”.
9
During the infancy stage of bilingual education, a prominent critic from back in the day, 
Madorah Smith (1939), whose study reaffirmed the then-generalized viewpoint that 
bilingualism, which was essentially viewed as a form of language “handicap”, resulted 
from the attempt to use two languages simultaneously; however, linguists have long since 
disproved this dated view. Instead, they have demonstrated that bilingual individuals 
who possess a combination of language abilities possess greater cognitive, metalinguistic 
and intellectual abilities; in addition, they are also in a better position to learn new 
languages (Hakuta, 1986; Cummins, 1978, 1986, 2009).
The role of children’s LI in their linguistic and bilingual development has since 
been more widely recognized (Lambert & Tucker, 1972; Cummins, 1978; Genessee, 
1987). Research in this area has consistently shown the importance of a child’s LI in the 
acquisition of a foreign language; in other words, a strong LI can significantly improve 
the prospects of a child’s bilingual or multilingual development (Peal & Lambert, 1962; 
Lambert & Tucker, 1972; Genessee, 1987; Taylor, 2009). Furthermore, bilingual 
children who have developed a solid LI foundation also demonstrate greater awareness
; V
and understanding of linguistic meanings, and are cognitively more flexible than their 
monolingual counterparts (Lambert, 1975; Cummins & Swain, 1986). Conceptual 
knowledge in one language positively contributes to the acquisition of other languages 
when users use this knowledge to actively create meaningful comprehensible input in 
other languages.
Cummins’ Linguistic Interdependence Hypothesis (1978, 1986) suggests that 
there is a strong positive relationship between the knowledge of one language and the 
learning of another. His notion of the Common Underlying Proficiency (CUP) claims
10
that while languages may be very different on the surface, they share many 
: commonalities at the deeper level for most languages; namely cognitive and academic 
proficiencies. In other words, due to the commonalities across languages, the input and 
overall awareness of one language may promote, rather than impede, the acquisition and 
proficiency of another language. Other studies involving bilingual education have also 
strongly correlated a solid LI foundation and development with high level of second 
language (L2) general and academic proficiency (Skutnabb-Kangas & Toukomaa, 1976).
Languages are most meaningful when full exposure to content-based learning 
through subject matter areas is available to language learners, thereby creating 
opportunities for comprehensible input. While many researchers questioned the use of 
native language in a L2 classroom due to their concerns of limited target language input, 
others have applauded this native language use by regarding the LI as a resource rather 
than an obstacle (Duff & Polio, 1990; Auerbach, 1993; Lucas & Katz, 1994; Anton & 
DiCamilla, 1998; Swain & Lapkin, 2000; Turnbull, 2001).
In a study by Anton and DiCamilla (1998), which involved five pairs of adult
; V
learners of beginning-level Spanish, all of whom were native English speakers, the data 
illustrated the usefulness of the LI for language learning because it acted as a critical 
psychological tool that enabled learners to construct effective and collaborative dialogue 
through meaning-based language tasks. Through collaborative dialogue, the use of the 
LI provided an opportunity for L2 acquisition to occur (Anton & DiCamilla, 1998; 
Turnbull, 2001). Seen in socio-cultural perspective, the use of the LI in such interaction 
emerges not only as a tool to generate content and reflect material produced, but it also 
helps to create a social and cognitive space in which learners are able to support each
11
other and themselves throughout collaborative tasks. Therefore, in language learning, LI 
usage in an L2 classroom should be encouraged, rather than prohibited. When the LI is 
prohibited, two very powerful tools for learning -  the LI and effective collaboration -  are 
thus removed. r {
Conceptual frameworks of language maintenance and language shift
In today’s world where the global village is no longer a possibility but a reality, 
linguistic diversity is an asset (Mtihlhausler, 1996). This study on Cantonese Chinese IL 
Programs and their effectiveness in heritage language maintenance 's  based heavily on 
the conceptual frameworks of language maintenance and language shift. Asian 
languages, especially those that are based on pictorial characters such as the Chinese r 
language, differ greatly from Western linguistic traditions; therefore, such languages, 
often require additional effort, time, and resources to learn and preserve within the 
Western setting (Portes & Hao, 1998); Hamers and Blanc (1989) distinguish between the 
individual state of bilinguality and the social state of bilingualism, and this study 
explored language maintenance efforts from both the familial and societal settings.
' Earlier sections defined the term language'maintenance. It is also important to 
note that the notion of language maintenance extends beyond the quantifiable numbers of 
users of the language in question. Instead, language maintenance is strongly associated 
with the frequency, extent, and context in which an individual.uses the LI on an ongoing, 
day-to-day basis (Shuy, 1981). Language shift refers to the phenomenon5 of minority ! . 
language individuals or groups increasingly using a L2 instead of their LI in a bilingual 
or multilingual setting and, as a result, their proficiency in the LI gradually decreases
12
(Fishman, 1966; Wong Fillmore, 1991, 2000; Malone, 2004). Language loss is the 
subsequent stage that follows in this pattern of language change (Malone, 2004).
Research over the past few decades has provided consistent evidence to support 
the claim that LI maintenance is integral to the overall development of a child 
linguistically, psychologically, and intellectually (Lambert & Tucker, 1972; Skutnabb- 
Kangas & Toukomaa, 1976; Hakuta, 1986; Cummins, 1978, 1986, 2009; Taylor, 2009). 
Furthermore, Wong Fillmore (1991) and Portes and Hao (1998) have found that LI . 
maintenance positively influences a child’s relationships with those in his/her immediate 
familial and societal surroundings.
In fact, the effects of LI attrition extend beyond that of the obvious loss of ability 
to communicate in the LI. Researchers such as Wong Fillmore (1991) and Kouritzin 
(1999) have discussed in detail the negative consequences o f LI attrition and loss in . 
minority language children. Aside from the loss of their ability to communicate in their 
mother tongues, thèse children’s relationships with their family members and school 
mates, as well as their self-image and cultural identities are also heavily affected 
(Kouritzin, 1999). ,
In a nation-wide study in the United States during the early !  990s, many 
immigrant families were found not to be bilingual; in other words, they were mostly non- 
English-speaking monolinguals in languages other than English -  the official language of 
the country. In these minority group families, the children were educated in monolingual 
or bilingual school programs (as is discussed in further detail in the next section) and 
were slowly shifting from their use of their LI to English within the home. As a result, 
these families were experiencing a language shift where the use of English began to
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i dominate their use of the LI (Wong Fillmore, 1991). While the children’s English 
| proficiency may have improved from communicative and cognitive-academic language 
j perspectives, though that is debatable, their parents’ L2 skills remain limited (if they had 
i any L2 skills at all). This resulted in a change in the overall language patterns within the 
| familial setting, which subsequently led to the parents’ inability to genuinely :
| communicate with their children on a deeper level than that of their basic needs. I Due to
|
| the language shift and then language loss, these children could no longer, communicate in 
| their L I, and therefore they lost out on the opportunity to communicate and share 
i invaluable language and cultural values with their parents and their extended families,
| (Wong Fillmore, 1991, 2000; Kouritzin, 1999). Overall, this breakdown in family ,
i ]  ■
! communication can have negative implications for the children’s family life, including :
i
| the alienation of children from their parents, the breakdown of parental authority, and a
| '
| possible disrupting effect on overall family dynamics (Wong Fillmore, 1991, 2000).
j Additionally, Kouritzin (1999) observes that this phenomenon may lead minority children
| •
! to feel uncertain about their identity, which may in turn negatively affect their self-
|  ̂ '
j confidence. These children are more prone to learning the second language -  English -i
j at the expense of their first language, all for the sake of fitting in with their school peers, 
i As Spolsky (1986) suggests, speakers generally prefer to use the language they
| know better for a particular communicative task; this view is based on the assumption 
j that an individual’s language use patterns can be predicted by their language abilities.
i *
| Language ability is not the exclusive factor in explaining language choices as factors such
I c
I as the prestige, social status, and attitude towards the minority language must also be :
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considered, but it does provide insight into patterns of language shift within a 
community. ,
Continua of biliteracy framework
As discussed earlier, national language policy governing and protecting Canada’s 
multilingual resources does exist, but is convoluted when viewed in conjunction with 
provincial language policies. To this day, the Ontario multilingual language policy 
within the school environment remains limited in that English and French are the only 
two languages allowed during the regular school day (Cummins & Danesi, 1990; 
Cummins, 2007; Taylor, 2009). While most mainstream schools feature instruction in 
English with French taught as a subject, there are also some French-medium schools, 
where English is taught as a subject; however, minority languages haye yet to make their 
way into the regular classroom despite the diverse demographics of Ontario’s classrooms. 
In other words, although Canada has two official languages and these languages are used 
within mainstream classrooms, Ontario’s language policy strongly resembles the one 
language-one nation ideology of language policy and national identity in other nations, 
which is both unrealistic and non-reflective of the culturally and linguistically-pluralistic 
nature of this country.
Einar Haugen (1972) introduced and pioneered the concept of language ecology.
He defines language ecology as the many interactions any given language has with its
surrounding environment; this environment of the language is defined as both
psychological - "the interaction with other languages in the minds of bi- and multilingual
speakers" - and sociological - "its interaction with the society in which it functions as a 
«
medium of communication" (p. 325).
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The realm of multilingualism and multiliteracy, therefore, is a multi-faceted one
j where its issues are comprehensive and complex; they need to be analyzed and
\
!
! considered from perspectives other than an educational perspective alone. In his book
!
I entitled Linguistic ecology, Miihlhausler (1996) emphasized the importance of looking at
s
j languages in a holistic manner by examining structural support system for a language
!
| rather than the individual languages on their own. Homberger’s (2003) continua of
i|
! biliteracy model reflects these concerns and addresses the need for a more holistici[I
! approach to examining language and multilingualism. It provides a framework to
|
• examine issues of literacy and bilingualism based on the notion of a continuum where
j dimensions pertaining to these issues are all interrelated. This continua model of
j
! biliteracy, which is based on the metaphor of ecology, provides a framework in which 
| researchers, scholars, teachers, and policy makers can situate their research, teaching, and
i
j language planning in a rapidly changing, linguistically diverse setting (Homberger &
i
Skilton-Sylvester, 2000; Homberger, 2003).
!ii
The theoretical design for Homberger’s (2003) continua of biliteracy was
!
I developed on the basis of her research involving the Quechua language within
i
| predominately Spanish-speaking communities in the Andes. The circumstances
t
j surrounding the Quechua macrolanguage are a little different than those involving the
j Cantonese Chinese language. According to the Ethnologue language profile, there are
i •
1 only a total of 10 million Quechua speakers spanning all countries (Lewis, 2009). That
• *
! figure accounts for approximately one-fifth of all Cantonese Chinese speakers worldwide, 
j making Quechua more prone to language endangerment.
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Nonetheless, the continua of biliteracy model carries important implications for 
any discussion of language planning, teaching, and learning in multilingual environments. 
Three salient themes of the ecological biliteracy model are: language evolution, the 
language environment, and language endangerment (Homberger, 2003). This framework 
emphasizes that literacy and multilingualism are a phenomena that exist in relation to 
other factors, rather than in isolation. The language evolution theme emphasizes how 
language exists and evolves in an ecosystem along with other languages rather than in a 
vacuum; the language environment theme extends this idea by suggesting that languages 
interact with their socio-political, economic, and cultural environment and, finally, the 
language endangerment theme cautions that languages can become endangered in an 
ecosystem where there is inadequate environmental support for them in relation to the 
other languages in existence within that ecosystem (Homberger, 2003). Specifically, this 
model steps away from the dichotomy perspective (e.g. monolingual-bilingual) by taking 
into consideration all points in between the two ends of each continuum. The four nested 
sets of intersecting continua outlined by this model explain the context, development, 
content, and media of biliteracy, where the continua demonstrate phenomena in relation 
to the effects of power relations (Homberger & Skilton-Sylvester, 2000).
Bilingual education model -  additive bilingualism and subtractive bilingualism; 
dual-language instruction model
Bilingual educational programs are designed to serve biliterate student 
populations; the overall breakdown of LI and L2 literacy instructions vary between 
programs and the differences in program design reflect the different definitions of the 
term ‘biliteracy’. Fishman (1985), the pioneer of sociolinguistics, defines biliteracy as
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Traditionally less powerful Traditionally more powerful
Context o f biliteracy
micro ◄------------------------- ► macro
oral ◄------------------------- ► literate
bi(multi)lingual ◄------------------------- ► monolingual
Development o f biliteracy
reception ◄------------------------- ► production
oral ◄------------------------- ► written
LI • ◄------ :------------------ ► L2 ' "
Content o f biliteracy ' '
minority '' ~----------------> majority
vernacular ◄------------------------- ► literary
contextualized ◄------------------------- ► decontextualized
Media o f  biliteracy \
simultaneous exposure <4- -------:--------------_► successive exposure
dissimilar structures ' ^— —------- :------- — ► similar structures
divergent scripts ◄— :-------------:— :— ► convergent scripts
Figure 1. Power relations in the continua model.
Note. From “Revisiting the continua of biliteracy: International and critical
perspectives.” by N. H. Hornberger, & E. Skilton-Sylvester, 2000, Language and 
5 Education, 14(2).
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“the mastery of reading in particular, and also of writing, in two (or more) languages” (p. 
377). .. ■ ' .
In general, bilingual education models can be said to adopt and represent one of 
two language ideologies. On the one hand, bilingual education programs that are based 
on pluralist values reflect the diversity in cultures and languages that minority students 
bring to the school environment; they aim to promote the development of proficiency in , 
both languages and encourage the maintenance of heritage languages and cultures (Baker, 
2006; Faltis & Hudelson, 1998; Jeon, 2008). On the other hand, bilingual education 
programs that reflect assimilationist views use the heritage language as a vehicle to help 
students develop their English proficiency; in other words, from an assimilationist 
viewpoint, the purposes of heritage languages are for promoting an English-only.
! curriculum and assimilating immigrants into mainstream society. Once these goals are 
| achieved, the maintenance of heritage languages and cultures, is no longer of value or
| importance (Baker, 2006; Faltis & Hudelson, 1998; Jeon, 2008). : ■ =1
In comparing the two language ideologies discussed earlier with regard to
\
Lambert’s (1975, 1977, 1981) additive and subtractive bilingualism, many parallels can 
be drawn between the two. First, the pluralist view of bilingualism is similar to the 
notion of additive bilingualism, which is based on the enrichment principle of building a 
new language on what students already possess in their mother tongue. This form of 
bilingualism results when students learn a new language while they continue to build and 
develop academic and conceptual knowledge in their home language (Cummins, 2009). 
Contrarily, the assimilationist view of bilingualism can be compared to the idea of:: ' 
subtractive bilingualism where the main focus is on the development of the L2, not the
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LI. Instead of developing proficiency in both languages, students learn the L2 at the 
expense of the LI, and this eventually leads to the erosion or loss of the mother tongue, 
where the students’ ability to use their primary language is significantly reduced 
(Lambert, 1975, 1977, 1981; Hakuta, 1986). •
As Fishman (1972) has previously stated, it is not uncommon for bilinguals to 
develop patterns of dominance in the different languages in which they are proficient. In 
other words, bilinguals may not display equal strengths across all the literary contexts in 
their different languages. Furthermore, studies involving language minority children 
across the United States have shown that many minority language families whose 
children attend what are termed ‘bilingual’ early education programs may experience 
altered family language patterns (i.e., when their first language is displaced by the use of 
English) (Wong Fillmore, 1991). Based on these results, bilingual education programs 
do not appear to provide enough support and protection for minority children from 
language shift since minority children still lose their first language when they learn 
English (Wong Fillmore, 1991). Therefore, there is a need for other alternatives to 
transitional bilingual education programs where English and the ethnic minority 
children’s first languages can be used in a more balanced and equal manner, for instance, 
through dual-language programs.
Dual-language education programs, also referred to as two-way immersion
programs, offer such a solution by providing a linguistically enriching environment£
where two or more languages co-exist in harmony with no one language taking 
precedence over another (Baker, 2006; Alanis & Rodriguez, 2008). They differ from the 
assimilationist approach of transitional bilingualism education programs where the end
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goal is to teach students English without a strong effort to retain their native languages; 
rather, dual-language education programs reflect a pluralistic approach by aiming to 
provide literacy instruction to students in both their native language and English. These 
programs cater more to the needs of the students, the parents, the school, and the 
community (Alanis & Rodriguez, 2008; Christian, 1996; Wiese, 2004). In two-way 
immersion programs, language minority students can acquire and learn a language and 
culture other than their own without sacrificing their personal identities. By being 
granted the opportunity to utilize their native language along with English, these students’ 
chances to attain school success are enhanced (Alanis & Rodriguez, 2008; Calderón & 
Carreón, 2000; Wiese, 2004). In order for two-way immersion programs to be 
successful, students must have access to instructions that are challenging yet 
comprehensible (Calderón & Carreón, 2000).
Statement of the Problem
According to Statistics Canada (2010), the Chinese Canadian population is 
projected to grow from 1.3 million to between 2.4 million and 3.0 million by 2031. In 
other words, the number of generation 1.5 and second-generation Chinese Canadians will 
continue to increase, becoming one of the largest and fastest-growing populations in 
Canadian schools.
The 2006 census data revealed that there were 1,012,065 Chinese in Canada, of 
whom 35.7% spoke Cantonese as their mother tongue (Statistics Canada, 2007). In 
Ontario, where 482,570 Chinese reside, 181,820 speak Cantonese, accounting for 
approximately 37.7% of the Ontario Chinese population (Statistics Canada, 2007). In 
2006, Chinese (including Cantonese, Mandarin, Hakka, and other dialects), became the
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language with the third highest number of speakers in Canada, following the country’s 
two national languages -  English and French (Statistics Canada, 2007).
It is in the cultural, economical, and political interests of Canada for Chinese 
Canadians to maintain their language and cultural ties (Foreign Affairs and International 
Trade Canada, 2007; Burton, 2009). To name just one reason why, in a period of 
globalized economics, China’s booming economy has made it one of Canada’s most 
important trade partners, making knowledge of the Chinese language and culture 
invaluable. The existing IL Programs offered to various visible'minority groups, , 
including Chinese Canadians, provide a good starting point for addressing their language 
and cultural maintenance needs, yet many improvements can still be made: Education, 
including IL education, is under the jurisdiction of provincial governments. As I have 
demonstrated earlier in the “context of the study” section, the Ontario Ministry of 
Education lags behind other provinces in their efforts to fully integrate multilingual 
education into the mainstream classroom.
, When we consider some of the benefits of learning and maintaining a second 
language, we see the need for greater efforts to better, facilitate second language learning 
and to further understand the phenomenon of language maintenance among minority 
groups. : This study attempts to shed light on the issue of language maintenance as it 
occurs among the Cantonese Chinese population by investigating Ontario’s Cantonese 
Chinese IL Program.
Significance of the Study
This study examines IL Programs offered in Cantonese Chinese in Ontario from 
three different perspectives. These include the views of: 1) administrators and teachers,
2 2
2) students, and 3) parents, which include their views on Ontario’s International 
Language policies in relation to policies in other Canadian provinces. The study also 
explores the notion of teaching Cantonese Chinese to second-generation Chinese 
Canadians, examines different approaches to teaching students whose LI is Cantonese 
Chinese, and reveals related challenges. The focus of this study is significant in that few 
Canadian studies have examined stakeholder views coupled with the gap in policies on IL 
Programs. .
The existing research has mainly focused on bilingual education, second language 
acquisition, and heritage language maintenance efforts in the community. Few studies 
have been conducted in which the efforts of the school, home, and community and 
different stakeholders’ perceptions and ideologies towards their own heritage language
have been examined synchronously. Furthermore, little research has been done to
\
explore the teaching of heritage languages as second languages. Through interviews with 
administrators and teachers, students, and parents of children who are involved in the 
Cantonese Chinese IL Programs, this research seeks to provide valuable feedback on the 
needs of these stakeholders. This will bring forth some important issues that the 
government and policy makers may wish to address through future development and 
upgrading of the existing IL Programs. In addition, this study serves to broaden the 
understanding of Chinese Canadian parents’ efforts to help their children maintain their 
heritage language and culture in the Canadian context, particularly within the home 
setting. : ;
23
Purpose of the Study L
This study investigates the relationship between IL Programs and the heritage 
language maintenance of second-generation Chinese Canadians in Canada. The purpose 
of this study is two-fold: at the macro level, it aims to explore how power relations affect
i
societal language status and planning and how that plays out in classrooms by studying 
the issues and challenges discussed by administrators in charge of IL Programs; it also 
aims to examine current educational policies to see what can be amended to better cater 
to the needs of second-generation Chinese Canadian students. At the micro level, it aims 
to determine how the overall level of language and cultural maintenance for second- 
generation Chinese Canadians are affected by parental and students’ perceptions, 
attitudes, and patterns of Cantonese Chinese use in the Canadian setting. Their 
perceptions of the benefits of learning Cantonese Chinese, the roles of Cantonese Chinese 
IL Programs, the current status of the IL schools, factors leading to these schools’ 
success, challenges, and the future of the IL schools will be explored and examined.
Research Questions
-  The main research question this study aims to answer is the following: How do 
Cantonese Chinese International Language Programs contribute to Chinese language 
maintenance in Canada for second-generation Chinese Canadians? , ,
Related research questions include:
1. How do provincial and federal level language and education policies influence
International Language Programs?  ̂ v . ^
i ■
2 In this paper, the term “second-generation” refers to Canadian-born Cantonese Chinese to parents who 
were bom elsewhere. Please see “definitions” section at the end o f this chapter for a more detailed 
definition o f “second-generation”.
2. In the Cantonese Chinese International Language classroom, what kind of 
teaching methodology seems to best facilitate and engage students in the learning 
of Cantonese Chinese?
3. What attitudes do Cantonese Chinese parents, students, and teachers hold towards 
maintaining Cantonese Chinese as an international language in the Canadian 
context?
4. Within their homes, what strategies and resources do Cantonese Chinese parents 
; use to complement the Cantonese Chinese International Language Program in
fostering their children’s Cantonese Chinese language maintenance? .
Definitions
To gain a better understanding of the study at hand, I have provided definitions;. 
some of which are based on prior research, while others are working definitions that I 
have created for the purposes of this study.
Heritage language -  A  language that is not spoken by the dominant culture, but is spoken
in the family or associated with the heritage culture (Krashen et al., 1998). For the
\
purpose of this study, heritage language refers to all languages that are not Canada’s 
official languages -  English and French (Ontario Ministry of Education, 1990, 1991). 
Heritage Language Program -  A language development program that aims to provide 
language instruction to individuals whose heritage language is not one of the two official 
languages in Canada; these programs may be community-based or govemmentally-
i
funded (Ontario Ministry of Education, 1991). This was the term previously used, but 
the term International Language Program has seen been adopted to refer to this program.
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Language maintenance -  The state of relative first language stability in terms of the 
number and distribution of its speakers, its proficient usage by children and adults, and its 
retention in specific domains, including, but not limited to, home, school, and religion, 
within a bilingual or multilingual setting (Fishman, 1972; Dorian, 1981; Saunders, 1982; 
Homberger, 2002; Malone, 2004). In this study, language maintenance will refer to the 
degree of stability of the Chinese Cantonese language over generations.
Language ideology -  The set of beliefs that justify the use of one language over another 
in various circumstances (Silverstein, 1979). There are two ideologies on opposite ends 
of the spectrum, namely assimilationist (i.e. a belief that cultural groups should adopt the 
host society’s language, culture, and way of life by giving up their heritage languages and 
cultures) and pluralist (i.e. a belief that cultural groups should have the right to learn, use, 
and maintain their heritage languages and cultures while living in a host society) 
ideologies (Portes & Hao, 1998; Baker, 2006; Jeon, 2008).
Assimilationist ideology -  An ideology that exhibits characteristics of xenophobia and 
portrays a lack of tolerance for other languages other than English (Schmid, 2000). 
Pluralist ideology -  An ideology that recognizes and affirms the multilingual nature of 
society, declares that multiple languages are national resource and, therefore, should be 
protected and nurtured by granting individuals and groups the right to retain their heritage 
languages (Schmid, 2000).
Language shift — The downwards language movement where there is a reduction in the
*
number of speakers of a language, a decreasing saturation of language speakers in the 
population, a loss in language proficiency, or a decreasing use of that language in
26
different domains (e.g. home domains, official domains, educational domains, etc.) 
(Fishman, 1966; Wong Fillmore, 1991; Homberger, 2002; Malone, 2004).
Generation 1.5 -  Individuals who immigrated to a new country while they were in ; 
elementary or secondary school (Harklau, Losey, & Siegal, 1999). This group shares 
characteristics of both first- and second-generation immigrants (Rumbaut & Ima, 1988; 
Rumbaut, 1994). In this study, generation 1.5.will refer to individuals who were bom 
outside of Canada, but immigrated to Canada before their adolescence. . '
Second-Generation -  Individuals who are the first-generation bom in the new country 
with at least one foreign-bom parent (Portes & Hao, 1998). In this study, second- 
generation Chinese Canadians will refer to the first-generation of Chinese bom in 
Canada..'.
Additive bilimualism  -  A form of bilingualism in which a second socially relevant 
language is added to an individual’s linguistic repertoire without replacing the first '. 
language (Lambert, 1980, 1985).
Subtractive bilimualism  -  A form of bilingualism in which minority group members
\
learn the national language, due to social pressures of national educational policies, at the 
expense o f losing or putting aside their first language (Lambert, 1980, T 985).
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CHAPTER 2 -  LITERATURE REVIEW 
Background Readings
This literature review presents a research overview on heritage languages and * 
factors that account for their maintenance and for the bilingualism of their speakers.
First, the language-as-resource discourse will be examined. Second, research about 
language maintenance, language shift, and language loss are discussed. Lastly, research 
on parents’ and students’ language ideologies and attitudes is analyzed, in relation to their 
language practices in the home domain. - - ̂  . v  , r 5
Heritage Languages and the Language-as-Resource Discourse
Personal and national merit of heritage language development.
Multilingualism is regarded as a valuable asset for both the individual and society
by many Canadians. While many parents demand bilingual learning opportunities, in
English and French, for their children; these same Canadians oppose the idea of spending
tax dollars on teaching the home languages of immigrant children (Cummins & Danesi,
1990). This debate on heritage languages is more deeply rooted than the mere argument
on the benefits of such programs. The argument lies in the problematic notion held by
many Canadians who view linguistic diversity, and therefore heritage language teaching
programs, as a threat to Canadian unity and identity (Cummins & Danesi, 1990). Their
arguments stem from the belief that the educational focus for immigrant children should
be on acquiring English so that they can integrate and assimilate into Canadian culture.
*
In other words, while advocates of heritage language teaching programs are convinced 
that such programs will benefit immigrant children in their acquisition of the school 
language and in the maintenance of the home language, critics argue otherwise (Cummins
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& Danesi, 1990; Wong Fillmore, 1991; Krashen et al., 1998; Portes & Hao, 1998; Shin, 
2005; Duff; 2007). : i
Research over the past few decades has demonstrated that there are a plethora of 
benefits to bilingualism and multilingualism, both on the individual and the national 
levels (Lambert, 1974; Cummins & Danesi, 1990; Wong Fillmore, 1991; Krashen et al., 
1998; Bialystok, 2001). Aside from the positive metalinguistic effects that bilingualism; .
and multilingualism have on the overall educational development of children, other
/
benefits include the promotion of ethnic identity and self-esteem, better intergenerational
j
relationships within minority groups, and increased cognitive abilities in language 
learners (Wong Fillmore, 1991, 2000; Tse, 1998; Portes & Hao, 1998; Bialystok, 2001). 
The Ontario government offers IL Programs, which provide minority children with the 
opportunity to interact with their home language in a formal educational environment. 
Such programs have been found to improve students’ overall language attitudes, ethnic 
group attitudes, and self perceptions (Tse, 1998). However, the provision of international 
language programs is not enough for children to sustain the many benefits of 
multicultural education. In the Canadian context, the concept of “multicultural 
education” remains ill-defined both in theory and in practice (Cummins & Danesi, 1990). 
Language-as-resource discourse.
Ruiz (1984) defines the language planning concept of orientations as “a complex
of dispositions toward language and its role” in social and public life (p. 16). He outlines
£
three common orientations, namely where language is seen as a problem, a right, and a 
resource (Ruiz, 1984). The language-as-problem orientation regards language as an 
obstacle that prevents the integration of cultural and linguistic minority groups into
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mainstream society; this viewpoint also links language issues with the social problems, 
such as low educational achievement and little or no social mobility, often experienced 
by these minority groups. The language-as-right orientation views language as a basic 
human and civil right for its speakers; through the affirmation of such a right, 
confrontations or conflicts often ensue between different members of society. The , 
language-as-resource orientation regards the minority language as a personal, community, 
and public resource for both the linguistic minority and the linguistic majority groups 
(Ruiz, 1984). ;
Although Ruiz (1984) suggests that “a fuller development of a resources-oriented 
approach to language planning could help reshape attitudes about language and language 
groups” (p. 27), Ricento (2005) cautions that the “language-as-resource” discourse 
commonly used in academia may be problematic. Researchers and academics have often 
argued against the negative discourse of “language-as-problem” by using the positive 
“language-as-resource” discourse instead (Cummins & Danesi, 1990; Portes & Hao,
1998). As stated in the Heritage languages: Kindergarten to grade 8 curriculum
\
planning document, IL Programs serve multiple purposes and one of them is to generate a 
deeper understanding of culture and inter-group relations (Ontario Ministry of Education, 
1990, 1991). Only when the cultures and languages of minority groups are considered 
valuable resources for both the ethnic community and Canadian society as a whole will 
the nation be more or less united in seeing the international language programs as a 
necessity, rather than as an option (Cummins & Danesi, 1990).
Ricento (2005), however, cautions against the use of this “language-as-resource” 
approach because sometimes it carries socio-political undertones. That is, it may imply
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that heritage languages should be used to fulfill the needs and agenda of the country and 
its government, rather than as a personal resource to enhance ethnic identity and increase 
the maintenance of cultural values (Ricento, 2005). In fact, the idea of using languages 
for state-driven agendas is closely related to the notion that language policy is often used 
by the state to control and gain disciplinary power over its people (Tollefson, 1991), 
which will be discussed in the following sections. While using the “language-as- 
resource” discourse certainly triumphs over that of “language-as-problem”, this use is 
problematic in that it does not always have the best intentions of the minority 
communities and the maintenance of their heritage languages in mind. The issue lies in ' 
that the value of the heritage language, along with its community, is determined as a 
resource based on an economic model (Ricento, 2005).
It is my belief that immigrants should not have to compare and refer to their 
mother tongue languages as a commodity; moreover, they should not have to justify the 
reasons why they want to maintain their mother tongues in a foreign country by
demonstrating the languages’ relative values in the economy. The fact that these
\
languages represent a part o f their identities is reason enough for them to use and 
maintain their heritage languages.
Based on the assumption that language is an integral part of learning about one’s 
roots, my study addressed this issue by focusing on benefits beyond the instrumental 
values of heritage languages by examining IL Programs and language maintenance 
primarily from a socio-cultural perspective. In particular, I examined the dimensions of 
communities, as well as the socio-political perspectives of language acquisition, use, and
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loss, in order to promote social change with regards to the acquisition of heritage 
languages. .
Language Endangerment and Language Revitalization 
p Language maintenance.
A variety of socio-political, cultural, and lingiiistic factors can determine how 
successful the language maintenance efforts of a heritage language community will be; 
which, in accordance with the earlier definition, will be characterized by the number of 
students who continue to be proficient in their home language after learning English 
(Wong Fillmore, 2000). For instance, the domain of formal schooling is often examined 
in its language maintenance contribution (Krashen et al., 1998; Appel & Muysken, 2006). 
In fact, education is often regarded as one of the key contributing factors to language 
maintenance efforts, particularly for minority groups whose languages are not the 
society’s official language (Appel & Muysken, 2006). On the contrary, more informal 
domains such as family and friends are often overlooked (Portes & Hao, 1998; Appel &
Muysken, 2006). This will be discussed in greater detail in the section on parents and
\
students’ attitudes to heritage language maintenance. ; : -
This research study addressed this gap in scholarly knowledge by examining the 
perceptions and views of the administrators and teachers, as well as the parents and the 
students. Through semi-structured interviews and in-home observations with the 
Cantonese Chinese parents, I investigated which kinds of efforts and resources were 
allocated in the homes of my participants for Cantonese Chinese maintenance efforts.
32
Language shift and language loss.
When language maintenance efforts are insufficient or ineffective in promoting a 
language, language shift or language loss may subsequently follow as a result. Language 
policy and planning is a vital element that can avoid language shift among minority 
children or contribute to it (Wong Fillmore, 1991). Tollefson (1991) explains language 
policy as means of power control used by the state to gain disciplinary power over its 
people, whereby those who are required to learn a new language, presumably the state’s 
official language, for education or work purposes are generally neglected by the 
mainstream decision-making system.. Language policies, then, are formulated to benefit 
those who are in power to help them maintain their dominant positions within society, 
rather than expanding language and citizenship rights to a greater mass of people 
(Tollefson, 1991; Wong Fillmore, 2000; Tollefson & Tsui, 2004).
Studies involving elementary school children have repeatedly shown that upon 
entering the school system, children spoke more English and less of their mother tongue
at home when communicating with their parents (Wong Fillmore, 1991, 2000; Shin, 2005
\
Duff, 2007). Over time, studies show a general language shift toward English across 
various second-generation minority group students (Wong Fillmore, 1991, 2000; Portes 
& Hao, 1998). Fishman (1966) and Veltman (1983) described the phenomenon of 
language shift as a three-generation process. However, due to escalating immigration 
rates, Wong Fillmore (1991) proposed that the phenomenon of language shift would 
happen in 1.5 generations, and language loss in three generations.
Education and its policies play a huge role in the language shift phenomenon, 
particularly for those living in diaspora. For instance, the decline in the number of
Chinese-medium schools in Thailand shifted the language of Thai Chinese from Chinese 
to Thai (Liang, 2003). Similarly, the Singaporean Chinese population also experienced a 
language shift from various Chinese dialects to English and Mandarin Chinese -  the more 
powerful language and dialect -  when the Singaporean government closed down its 
Chinese-medium schools (Li, Saravanan, & Ng, 1997).
Furthermore, language policies that favour English-only put insurmountable 
pressure on immigrant families to speak to their children and grandchildren in only ' 
English; such policies have commonly been seen as the principle factor contributing to 
heritage language loss (Portes & Hao, 1998; Shin, 2005). Previous practices where 
teachers encouraged parents to speak with their children in English at home and use as 
little as their heritage language as possible have long been proven ineffective in thé 
promotion of learning English as a second language and in the effort of heritage language 
maintenance (Wong Fillmore, 1991). In fact, Lieberson and McCabe’s (1982) case study 
found that parents who use both Gujerati and English in addressing their children leads to 
an intergenerational weakening of the mother tongue, which can result in language shift 
over several generations. L - ’
Regardless of the rate at which language shift occurs, shifts in language and 
culture can significantly impact the overall family structure; in some cases, it can result in 
the breakdown of families where children lose touch with their own background and 
therefore have little respect for their parents’ language and culture (Wong Fillmore, 1991, 
2000). Often, immigrant parents miss the initial signs of their children losing their 
mother tongue, and by the time they realize that this language shift is happening, it is too 
late; the process of language loss has already started (Wong Fillmore, 1991).
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Through the interview process and post-interview discussions, this study aimed to 
bring such awareness to parents of Cantonese Chinese background, the purpose being that 
they can modify their home practices in order to facilitate language maintenance in the 
home.
Language Policies and Planning
Canada has three levels of government: federal, provincial, and municipal. 
Canadian multiculturalism efforts will be examined at both the federal and the provincial 
level. Under section 93 of the Constitution Act (1867), education is an exclusive 
provincial responsibility (Department of Justice, 2010).
History of language policies on multiculturalism and heritage languages.
In 1960, the Canadian Parliament passed the Canadian Bill o f Rights, which 
prohibits all discrimination based on race, national origin, colour, religion, or sex . 
(Library of Parliament, 2006). The federal government went on to establish the Royal 
Commission on Bilingualism and Biculturalism (the B & B Commission) in 1963, which
made recommendations regarding English, French, and minority languages and cultures
\
in Canada. In 1971, the federal government, represented by Prime Minister Trudeau, 
announced its policy of “multiculturalism within a bilingual framework”, which stated 
that although there were two official languages in Canada, these official languages did 
not take precedence over the languages of other cultural and ethnic groups (Cummins & 
Danesi, 1990). This was confirmed by the government’s approval for instruction of non- 
official languages (Ontario Ministry of Education, 1991); ,
On the provincial level, the Ontario government introduced the Heritage 
Languages Program in June of 1977; this allowed school boards across Ontario to offer
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non-official language classes as part of their continuing education programs (Ontario 
Ministry of Education, 1991; Cummins & Danesi, 1991). Ontario’s policy on 
multiculturalism was further established after the discussion papers Proposal fo r  Action: 
Ontario’s Heritage Languages Program was developed in 1987, which enacted 
legislation in governing the offering of heritage languages in elementary schools in July 
1989 (Ontario Ministry o f Education, 1991). Under this discussion document, school 
boards were required to implement an HL Program, provided that at least 25 parents with 
children in that board showed interest on the program and requested it. Even in such 
cases, however, curriculum development, dissemination of resources, teacher training, 
and research were and remain scarce (Cummins & Danesi, 1991).
The Ontario Education Act (1990) outlines the regulations for the duties and 
responsibilities of the Minister of Education, school boards, school personnel, teachers, 
and students. While portions of the Education Act has been revised and amended over 
the past two decades, section 264 (1) (f) which specifies the language of instruction for 
teachers has not changed. It states that English and French are to be used “in instruction
V
and in all communications with the pupils in regard to discipline and the management of 
the school.. .except where it is impractical to do so by reason of the pupil not 
understanding [English and/or French], and except in respect of instruction in a language 
other than [English and/or French] when such other language is being taught as one of the 
subjects in the course of study” (Ontario Ministry of Education, 1990). In other words, 
while Ontario offers HL (presently called IL) Programs in its official school curricula, 
these programs are mostly delivered on Saturdays or in afternoon programs, and they are 
not part of the mainstream classrooms (Ontario Ministry of Education, 1990; Cumming,
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2000). The Ontario Education Act does not permit heritage languages to be used as 
languages of instruction within the regular school day (Ontario Ministry of Education, 
1990). :• ■' :• . :
The aforementioned federal policies appear to support multilingualism within a 
bilingual framework by allowing non-official language instruction; however, a lot of the 
responsibilities with regards to language-related policies are transferred to the provincial , 
government, and essentially, the province’s school boards. While there are provincial 
policies in place to ensure that school boards provide the necessary language instructions 
in accordance with the provincial and federal policies, there remains a plethora of grey 
areas that are unaccounted for; such inadequacies in policies will be discussed in chapter 
4 -  findings. ;
“Heritage” and “International” language programs in Ontario^
In the resource guide Heritage Languages: Kindergarten to grade 8, the Ontario 
Ministry of Education (1991) shares its commitment to the philosophy of
multiculturalism in all aspects of school life by ensuring all students are able to see their
\
own culture reflected in the Ontario curriculum. The HL Program aims to deepen 
students’ cultural awareness, understanding, and expression through the study of heritage 
languages (Ontario Ministry of Education, 1991). One of the many benefits of HL 
Programs is promoting the maintenance of heritage languages, which will be discussed 
later. ' "" . = ’ - ‘
HL Programs in Ontario are available to students from kindergarten to grade 8 
(Ontario Ministry of Education, 1991). School boards are free to use their discretion in 
determining the types of organizational models, previously mentioned in chapter 1, which
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would best meet the needs of both their students and communities (Ontario Ministry of 
Education, 11991). Students in these HL Programs are almost exclusively from the j 
particular cultural background associated with the particular heritage language : 
(Cumming, 2000). '
The IL Programs offered in Ontario are both similar to and different from HL 
Programs. Similar to HL Programs, IL Programs offer instructions in a second language, 
and their purpose is also to facilitate the development of skills students need to 
communicate effectively with people from other countries, while improving their overall 
language proficiency, including proficiency in both English and French (Ontario Ministry 
of Education, 1991, 1999). As differs from HL Programs, however, these IL Programs 
offer credit courses at the secondary level only; in addition, IL Programs are offered in 
the mainstream classroom as part of the regular school day as opposed to the different 
organizational models for heritage language programs mentioned earlier (Ontario 
Ministry of Education, 1999).
Language Ideologies and Language Attitudes
\
Language ideologies and attitudes among Canadian-born non-immigrants and 
first-generation immigrant Canadian parents and students, as well as politicians and 
policy makers closely dictate the trends of heritage language maintenance among : 
minority communities. These individuals all share differing language ideologies and 
attitudes; their different views are reflected in and shape their efforts in the promotion or 
demotion of heritage language development and maintenance. These language ideologies
3 To clarify, in the past, Heritage Language Programs were offered at the elementary level, and 
International Language Programs were offered at the secondary level. However, both programs at the 
elementary and secondary level now operate under International Language Programs. From this point 
forward in this paper, International Language (IL) Programs will be used solely to represent the program 
offered to both elementary and secondary students.
and attitudes are not innate; rather, they are fostered and cultivated by our surrounding 
environments. Studies suggest that positive attitudes towards heritage languages can be 
fostered through a supportive environment that promotes heritage language development 
and maintenance (Krashen et al., 1998). : ^
Language ideology -  assimilationist versus pluralist view.
A language ideology is a set of beliefs that justifies the use of one language over 
another in various circumstances (Silverstein, 1979). These attitudes toward language 
learning and maintenance are continuously shaped and revised. Individuals with an 
assimilationist ideology would encourage the learning of English at the expense of the 
heritage language; in other words, they would more likely favour English-only policies, 
whereas individuals with a pluralist ideology would promote bilingualism over 
monolingualism (Schmid, 2000; Jeon, 2008).
Portes and Hao (1998) and Jeon’s (2008) research indicates that there is a strong 
relationship between language ideologies and the heritage language maintenance of
immigrants in the United States. Similar results can be expected for Canada despite the
\
fact that Canadians often view themselves as people who are tolerant of other’s ethnic, 
cultural, and linguistic diversity when, intrinsically, they hold assimilation views 
comparable to the Americans’ “melting pot” attitude (Cummins & Danesi, 1990). While 
the influx of immigrants over the past few decades has significantly changed the overall 
demographics of Canadian society, both language ideologies on opposite ends of the 
spectrum continue to exist today (Duff, 2007). Some immigrants hold pluralist language 
ideologies, others equate the English language with opportunities to succeed socially and
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academically and hold assimilationist language ideologies for themselves and their 
children (Wong Fillmore, 2000; Jeon, 2008).
As schools fall under the jurisdiction of the government, they reflect the language 
ideologies of the policy makers. Therefore, schools play a significant role in facilitating 
the acculturation process of the second-generation immigrant children in their ability to 
acquire and maintain bilingual fluency (Lotherington, 2007). This is especially true when 
the curriculum design promotes subtractive bilingualism rather than additive 
bilingualism, particularly when it is governed by English-only policies (Wong Fillmore, 
2000; Shin, 2005; Joshee & Johnson, 2007). Studies by Shin (2005) and Jeon (2008) also 
demonstrate that parental language ideologies shift in response to their individual and 
family life circumstances. This shift is often due to their lack of knowledge and 
understanding in bilingual education.
Parental and student attitudes to heritage language maintenance.
Previous research studies found attitudes to play an important role in language
acquisition (Gardner & Lambert, 1972; Yan, 2002; Shin, 2005). Heritage language
\
programs, particularly those that are integrated into the mainstream classrooms along 
with the regular curriculum, appear to promote positive attitudes and interests among 
students towards the importance of heritage language maintenance (Feuerverger, 1989, 
1994; Cazabon, Nicoladis, & Lambert, 1998). Researchers attribute these positive 
attitudes to students’ perception of the schools’ overall recognition of the importance and 
value of mother tongue proficiency (Krashen et al., 1998; Shin, 2005).
Interestingly, some studies also suggest that student attitudes towards heritage 
language maintenance differ based on their developmental stages; that is, during certain
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periods of childhood and adolescence, students may experience periods of negative 
attitudes towards their own heritage language (Krashen et al., 1998). There is limited 
research on the connection between students’ language attitudes and their developmental 
stages. In this study, the factor of any potential link between students’ language attitudes 
and their developmental stages is eliminated since all my student participants were in the 
same grade -  grade five.
Language practices in the home.
Wong Fillmore (1991), Yan (2002), and Shin (2005) suggest that parental 
language ideologies directly affect their language attitudes, which, in turn, influence their 
level of involvement in their children’s learning of their heritage language. In other 
words, these parental attitudes also influence their language practices in the home setting. 
For instance, in order to facilitate mother tongue language maintenance, some parents 
make various efforts to incorporate the heritage language into their everyday lives. In 
fact, some parents also utilize motivating strategies to engage their children by
purchasing books such as folklore and classic poetry in the mother tongue, instead of
\
English, to tutor their children (Shin, 2005; Jeon, 2008). Additionally, these researchers 
also report the use of such strategies to serve the purposes of both heritage language 
maintenance, as well as a small degree of cultural maintenance because children are not 
only getting acquainted with their heritage languages, but also with the cultures and 




There are many different approaches to language teaching. No single approach is 
deemed superior over others, since the best language teaching approach is always the one 
that best suits the students’ learning needs. The language learning classroom could take 
on a teacher-centered or student-centered approach depending on the teaching strategies 
used. Researchers such as Brown (1994) suggest that a teacher-centered classroom is 
appropriate for beginner students whose language abilities do not allow them to readily 
take over responsibility for their own language learning, whereas a student-centered 
approach is more appropriate for students who are no longer at the beginning stage of 
language learning and can participate in interactive learning activities. • •
As outlined by Brown (1994) and Lightbown and Spada (2006), some common 
language teaching theories used in second language teaching are the form-focused 
approach, the Communicative Language Teaching approach (CLT), comprehension- 
based approach, content-based approach, and task-based approach. Form-focused 
approach, also known as structure-based approach, is a combination of meaning-centered 
teaching with grammar teaching. This approach is similar to the CLT approach, which 
emphasizes the teaching of a second language as a mean of communication.
Comprehension-based approach emphasizes that the ability to understand and
> '
comprehend a language is more important than the ability of speaking it. Content-based 
approach provides instruction in both the target language and the content such as a 
subject. Task-based approach emphasizes the use of authentic language through the 
completion of tasks using the target language. It is important to note that the
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characteristics of and, therefore, the needs of first language and second language learners 
differ significantly (Lightbown & Spada, 2006).
Snow (2006) points out the importance of teaching culture. By incorporating 
culture in the language lessons, teachers allow students to form a better and deeper ' 
understanding of other cultures. Furthermore, the study of culture adds an interesting 
dimension to language learning.
Summary
My review of the work of researchers such as Gardner and Lambert (1972), 
Cummins and Danesi (1990), Yan (2002), Shin (2005), and Jeon (2008) suggests that 
language ideologies and attitudes are a recurrent (and predominant) theme in factors on 
heritage language maintenance. Another recurring theme is language policy and 
planning. The work of Tollefson (1991), Portes and Hao (1998), Joshess and Johnson 
(2007) illustrates the gaps that exist between language policies and the reality of actual 
classrooms. As Portes and Hao (1998), Wong Fillmore (2000), and Duff (2007) point
out, the major barrier facing heritage language maintenance is that the preservation of the
\
mother tongue is only evident and encouraged within the ethnic community; the 
mainstream society and its policies promote English monolingualism, despite any rhetoric 
to the contrary.
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CHAPTER 3 - RESEARCH METHODOLOGY 
Oyerview ■
This chapter describes and rationalizes the qualitative research approach used for 
this research study. It presents the research design, as well as background information on 
the research site and participants. It also explores reasons behind selecting the site and 
participants. The data collection and analysis procedures, along with the tools used, will 
also be discussed. This chapter concludes with the strategies employed to increase the 
data’s credibility and dependability.
Positioning Myself as Researcher
As the sole researcher of this study, I took on the role of a collaborative partner, 
an observer, as well as a teacher. As a collaborative partner, I practiced my active 
listening and critical thinking skills during interviews and participant observations to _ 
collect research data in the classroom. As a privileged, active observer, I engaged in 
minimal interactions with participants during initial observation sessions of the 
participants in their natural classroom settings; although I had the freedom to move in and 
out of the role of being a teacher’s aide and a sole observer.
Research Design
This study employed a qualitative research design; namely, an ethnographic case 
study. The ethnographic aspect of this research design involved studying the cultural 
patterns, interaction, and perspectives of participants in their natural environment, 
whereas the case study aspect of the design targeted a specific Cantonese Chinese 
International Language school in the province of Ontario (Gay, Mills, & Airasian, 2009).
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The rationale for the study was to discover how to meet the cultural and linguistic 
needs of Canada’s CLD communities. The main aspect of interest was how to develop 
deeper understanding of factors contributing to the maintenance of heritage languages, 
both in formal domains such as IL Programs and informal domains such as family and 
community circles.
The selected design of an ethnographic case study was the most appropriate 
research method for this study on Cantonese Chinese IL Programs and language 
maintenance because ethnographic research involves holistic descriptions and cultural 
interpretations that represent participants’ daily activities, values, and events; meanwhile, 
case study research offers a narrower focus -  a specific division of a particular 
international language school (Gay, Mills, & Airasian, 2009). The main strength of this 
ethnographic case study design lies in its profundity and its realism; its ability to allow 
me, the researcher, to become an insider, though never fully, and make observations by 
immersing myself in the real life scenarios generates rich, in-depth data.
It is only through ethnography that I could describe, analyze, and interpret the
\
perceptions and language ideologies of the administrator, teachers, parents, and students 
belonging to a Cantonese Chinese IL Program; however, due to the time constraint of my 
program and hence, for this study, combining the case study with the ethnography made 
the study more practical, hence I chose an ethnographic case study research design.
Research Site
A weekend Cantonese Chinese IL Program in Ontario was chosen as the research 
site for this study. Unlike other IL Program sites where instructions in multiple 
international languages are offered, this particular IL site only offers instruction in
i
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Cantonese Chinese. This site offers Cantonese Chinese IL instruction at the non-credit 
level for students from grades one to eight, as well as at the credit level for those in 
grades ten through twelve. The elementary IL Program is non-credit and it provides 
students with two and a half hours of IL instruction weekly; the secondary IL Program is 
a credit program where students receive three hours of IL instruction weekly. This 
Cantonese Chinese IL program does not have its own classrooms; instead, it borrows the 
space of a local secondary school and its adjacent elementary school every Saturday.
The Cantonese Chinese IL Program at this research site is supported financially 
by both the Ontario Ministry of Education and the local district public school board. The 
staff, allocation of resources, and other administrative responsibilities are handled at the 
school board level and, to some extent, at the level of the specific IL site.
Research Participants
Only the administrators and the teachers, students, and parents associated with the 
selected Cantonese Chinese IL Program in which the study took place participated in this 
research study. To gain a broad view, there were a total of fourteen participants in this 
study. Specifically, it involved two administrators, two grade five classroom teachers, 
three parents, and seven students from the Cantonese Chinese IL Program site selected 
for the study.
At this Cantonese Chinese IL site, both the administrator and the assistant
administrator participated in the study. They shared their extensive knowledge of the
*
history and infrastructure of the IL Program, as well as suggestions for improvements or 
changes to the existing IL Program to ensure Cantonese Chinese language maintenance 




have employed to ensure trustworthiness of my study will be further discussed in the 
“Strategies to increase trustworthiness” section of this chapter.
Two classes in the junior division, specifically grade fives, were chosen for the 
researcher’s classroom observation. Students who were enrolled in a class below the 
grade four level in the elementary system, and those who were enrolled in a high school- 
level language program were not eligible to participate in this study. The rationale ' 
behind this criterion was that students younger than grade four would be lèss likely to 
have the communication skills needed to effectively articulate and share their views and 
insights during interview sessions with the researcher. While students who were at the 
high school level would not have such communication obstacles, there was the potential 
that they were attending these language classes with the ulterior motive of receiving a
3 , '
high school language credit. Therefore, student participants for this study were grade five 
students.
All of the student participants were enrolled in the selected teachers’ classes and,
with the exception of one student, were second-generation Cantonese Chinese Canadians.
\
As this study investigates how IL Programs affect students’ perception of their mother 
tongue, the involvement of students who are first-generation Cantonese Chinese 
Canadian could skew research findings since their perceptions and language ideologies 
might be heavily shaped by their birth place and other social ties that were not related to 
the IL Programs offered here in Canada. While I had initially hoped the whole class 
would consent to the participation in the in-class questionnaire, the response was less 
enthusiastic than I had expected, and only seven students from the two classes combined 
consented to participate in the in-class questionnaire. Nonetheless, I observed and noted
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the overall classroom dynamics, students-students interaction, as well as teacher-students 
interaction.
The two grade five classroom teachers shared their personal IL teaching 
experiences in Canada with me. Their personal reflections and accounts of their 
experiences provided insight into their concerns about the IL Programmas well as trends 
that they had observed over their past teaching experience in regards to the children’s 
attitudes towards learning Cantonese Chinese in the formal classroom setting.
Two sets of parents, with a total of three parents, participated in this study. : : 
Parents from both grade five classrooms participated in this study. Ideally, I would have 
liked to interview all parents whose children participated in the semi-structured 
interviews; however, this was not possible as some parents did not wish to participate. 
Regardless, the small number of parent participants allowed me ample time to have 
intimate conversations to further investigate the overall attitudes and language use ■; 
patterns inside the homes of each of these families.
Only three of the seven student participants wished to take part in semi-structured 
interviews; of which, two were from one of the grade five classes and one from the other, 
grade five class. Ideally, a total of four students, two from each of the grade five classes, 
would have participated in the semi-structured interviews. This small number of student 
participants allowed me to gain in-depth understanding of their personal stories, views, 
and experiences with the Cantonese Chinese language. The reasoning behind having 
student participants from both grade five classes, as opposed to from the same grade five 
class, was to eliminate students’ attitudes and views towards the Cantonese Chinese IL 
Program being overly influenced by their teacher’s teaching style.
Data Collection Procedures and Instruments 
Solicitation of Support ^
I contacted six different school boards to inquire about the possibility of 
conducting research at their affiliated Cantonese Chinese IL sites. Of the six school 
boards, two accepted my request, one declined without providing an explanation, and 
three did not respond. I approached the administrator of the Cantonese Chinese IL ! 
Program at the site chosen, as that was a component of the proposed study, and had a 
discussion with her in regards to the nature of the study, its puipose, my responsibility as 
the researcher, as well as the conditions for participation in the study. The site 
administrator found the study relevant and granted me permission to speak with the staff 
and students at the Cantonese Chinese IL site. She briefly explained to me the overall 
structure of the IL Program, as well as the overall layout of the two adjacent schools and 
how those are divided among its primary, junior, and secondary students. Additionally, 
she also provided me with a list of teachers teaching junior grades and their classroom 
numbers.
V
I approached four junior class teachers and sought their participation in the study; 
one of them declined participation, two accepted, and one did not wish to formally 
participate, but spoke with me informally. Students in those two classes were each given 
a Letter of Information and Consent Form (see Appendices C and D), and they were to 
show these to their parents/guardians; should they wish to participate in the study, these 




The original intention to gather information about all of the students from the two 
selected junior Cantonese Chinese IL classes in a time- and financially-efficient manner 
led me to choose the in-class questionnaire as one data collection tool for this study. 
Although only a total of seven students completed the questionnaire, this tool was 
nonetheless useful as it helped me organize the collected data into the predetermined 
categories, which sped up the data analysis stage. It should be noted that the 
questionnaires were of a self-reporting nature.
The majority of the questions were closed-item questions where I provided the 
participant with choices in answers. This format provided me with a more standardized 
set of responses. Since the students were only in grade five, this approach also provided 
me with more descriptive and relevant answers; hence, eliminating the problem of 
students using vague or generic terms in their responses. This facilitated the data analysis 
process tremendously. Furthermore, the questionnaire also served as a precursor to the
next data collection process where I was able to determine themes and ideas that I wanted
\
to further explore and investigate during in-depth, semi-structured, student interviews.
The in-class questionnaire was in English. Of the seven students who completed 
the questionnaire, four were female and three were male. The questionnaire inquired
r~
about each student’s background, his/her personal opinion and attitude of the Cantonese
Chinese language and the IL Program. The questionnaire could be found in Appendix A.
*
I distributed a hardcopy of the in-class questionnaire to each participating student, 
and they completed the questionnaire during allocated class time and/or during recess, in 
my presence. I was available to answer and clarify students’ questions. On average, the
questionnaire took students about ten minutes to complete. Students were instructed not 
to write their names or anything that would identify them.
Classroom Observations
While the in-class questionnaire was quite comprehensive and addressed items 
such as student backgrounds, opinions and attitudes towards the Cantonese Chinese 
language and the IL Program, my classroom observations permitted me to view the 
overall dynamics of the IL classroom (e.g., interaction between teachers and students, 
language use, teaching strategies to engage and motivate students, and students’ overall 
responses). I conducted direct classroom observations bi-weekly in the two grade five 
classrooms, alternating between the two classes within a four-week period, paying 
particular attention to the overall classroom set-up, teacher-student interaction, student- 
student interaction, and student participation.
‘ During my first time observing each of the two classes, I distributed the Letter of 
Information and Consent Form to students and, in an attempt to clarify any questions,
explained the nature of the study, its purpose, as well as the participant responsibilities.
\
Should they wish to participate in the study, students were to return the signed Consent 
Form the following Saturday. Seven students returned their signed Consent Forms in the 
two weeks following the initial distribution.
While inside the classroom, I did not actively participate in teaching activities 
during class time; however, I engaged in casual dialogue with various students during 
break time. During the classroom observation sessions, I was also approached by several 
students who did not want to participate in the research study. These students initiated 
informal conversations with me. From these informal dialogues, I noted additional
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questions, in regards to students’ language use at home, that I neglected to include in the 
original interview question set, but ones that I should ask the student participants during 
the interview process. : i: : :
I took field notes, along with any anecdotal comments, pertaining to the 
classroom setup, teacher-student interactions, students’ participation, and classroom 
instructions (e.g., what language was used and under what context would that language 
be used). I assigned pseudonyms to the student participants to protect their anonymity. 
Sem i-Structured Interviews with Participants.
The semi-structured interview allowed me to openly communicate with the 
participants on a more informal level outside of the formal classroom setting. Most 
importantly, semi-structured interviews provided me the flexibility to use predetermined 
questions merely.as a guide during the interview process. The interview process also 
allowed me to address trends that I had observed from the questionnaire and it gave 
participants a means to share their stories. While all the interviews were recorded and 
transcribed, the benefit of a face-to-face interview was that the researcher could also 
observe participants’ non-verbal language (i.e., their body language) in addition to the 
verbal message communicated.
I conducted a total of nine semi-structured interviews. These included: the two 
IL program administrators; two sets of parents; two junior-grade teachers; and three 
students. The two school administrators and the two IL teachers were all female. The 
two sets of parents consisted of two females and one male. The three students were two 
males arid one female.
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Interviews were conducted over a two-month period at a time convenient to the 
participants, and lasted from 20 to 40 minutes each. Aside from the two school 
administrators, whose interviews I administered in English, I gave all other participants 
the choice of being interviewed in Cantonese Chinese or English. Among the adult 
participants, namely the parents and teachers, all expressed comfort in being interviewed 
in either Cantonese Chinese or English; ultimately, three interviews were in English and 
one in Cantonese Chinese. All three student participants chose to be interviewed in 
English and, when necessary, supplemented with Cantonese Chinese.
My interviews with the teachers and students took place in the classroom after 
class, and my interviews with the program administrators and the parents were held in the 
conference room of the main office. All interviews were recorded and transcribed; (See 
Appendix B for interview questions).
Confidentiality and Protection of Privacy
The participants’ identities were kept confidential at all times. All participants 
were assigned pseudonyms. The site administrators were not informed as to which 
teachers and students chose to participate in the study; likewise, the teachers did not have 
any knowledge of which students and families chose to participate in the study. The 
students’ anonymity was protected since they did not write anything on the 
questionnaires that could identify them. Finally, I was the sole person who had 
possession of and had access to all the data collected throughout the research* study.
Data Analysis Procedures
While some researchers perform data analysis after all data has been collected, for 
this study, I chose to conduct ongoing data analysis throughout the data collection period.
L
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The data analysis process entailed my becoming acquainted with the data collected, 
seeking prevalent themes and ideas, and analyzing whether any of them were ’
incongruous with or contradicted theories previously discussed. v ;
: Since this was an ethnographic case study, ongoing data analysis allowed me to 
spot any shortcomings within the collected data set in a timely manner. In situations 
where I noticed the data was insufficient for the purpose of the study, I had the 
opportunity to return to the participants for further information and/or clarifications 
immediately. This also provided me with a clear direction of what still needed to be 
accomplished through the research plan. Aside from this ongoing data analysis, more 
systematic data analysis occurred after the data collection period.
I chose the manual method of coding my findings as opposed to using available ; 
qualitative data management software, such as NVivo, for many reasons. For starters, the 
study was of a small scale, and the amount of data collected during the data collection 
period was limited and manageable. Secondly, the study consisted of audio recordings, 
but not video-recordings; the number of transcriptions required was also manageable.
v
Thirdly, since I was the sole researcher coding, analyzing, and working with the data, no 
sharing among researchers from different sites was necessary. While such data analysis 
software would be very beneficial in guiding a novice graduate student, such as myself, 
in managing and analyzing the data, due to the reasons mentioned above (along with the
hefty price tag of such software), I decided to manually code my findings instead.
£
I performed interpretive data analysis, namely coding, on the data collected from 
interviews, questionnaire, and classroom observations. I created charts, graphs, and other 
visual representation of data to compare quantitative results such as the responses to the
closed-item questions in the questionnaire. Specifically, I coded, edited where necessary, 
and analyzed the questionnaires, interview transcriptions, and field notes. Moreover, I 
listened to all of the interview recordings, read all the interview transcript and classroom 
observation field notes, and came up with themes relevant to the research questions, by 
which I organized my data. During the stage of data analysis, the amount of data 
collected was rather overwhelming; by keeping in mind the overall purpose of the study, I 
was able to glean the relevant findings that satisfy the study’s overall purpose and answer 
the research questions. To categorize the relevant data, I colour-coded my data 
thematically; a total of five themes emerged from the data analysis.
Strategies to Increase Trustworthiness 
I aimed to ensure credibility and dependability of the data through triangulation; 
namely, I used various data collection methods to establish the credibility of the data that 
I collected (Lincoln & Guba, 1985; Gay, Mills, & Airasian, 2009). By being as detailed 
and descriptive in my field notes and anecdotal comments as possible, I sought
comparability between the contexts of this research study to other possible contexts. I
\
provided highly detailed description of the research for the purpose of transferability 
(Lincoln & Guba, 1985; Brown & Rodgers, 2002). I discussed the data procedures and 
data collected with other research professionals to eliminate flaws in the study design and 
to ensure that the data collected were sound and useable for the study. This process of
peer briefing and member-checking establishes credibility (Lincoln Guba, 1985).
*
Furthermore, I practiced reflexivity -  a process which involves reflecting on the way my 
own values, experiences, and beliefs have shaped my research -  by revealing to readers 
any underlying assumptions and/or biases that might have caused me to phrase and
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formulate my questions and findings in a particular way. This approach established 
confirmability (Lincoln & Guba, 1985; Gay, Mills, & Airasian, 2009). In conjunction 
with the field notes and other data collection material, I also kept a running record of my 
personal reflections and questions that I had throughout the research planning and data 
collection process. Along with all the previously mentioned techniques, I further 
improved the overall trustworthiness of this study’s data through a) data triangulation -  
using multiple sources of information to help explain the phenomenon I was studying -  
and b) methodological triangulation -  collecting data from different stakeholders using 
different data collection instruments (Lincoln & Guba, 1985; Brown & Rodgers, 2002). 
The next chapter presents this study’s findings in detail, illustrating the different 
perspectives and attitudes of the IL Program stakeholders.
*
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CHAPTER 4 -  FINDINGS 
Introduction
The members participating in this study were the IL Program’s administrative 
team, the two elementary IL teachers, seven students, and two sets of parents.; The 
participants’ varying proficiency levels lent themselves to providing this study with 
different perspectives, thus adding dimensions to insights shared with regards to the IL 
program. To answer the above research questions, this study involved two classroom 
observation sessions for each of the two IL classes, semi-structured interviews with the 
participants, and in-class student questionnaires completed by seven students.
Overall, this chapter is organized according to the research questions listed above, 
with the exception of the first section. To provide context, the first section of this chapter 
provides a detailed profile of the participants’ background, and where applicable, their 
experiences with the Cantonese Chinese language. The second section of this chapter 
addresses the findings in relation to the school board, as well as provincial and federal
levels of language policies on IL Programs. This section also presents findings related to
\
issues such as the offering and the distinction of credit and non-credit courses, funding 
and resources, the hiring requirements of administrators and teachers, as well’as parent 
council. The third section of this chapter discusses the findings on participants’ overall 
attitudes towards the Cantonese Chinese language and its maintenance. Finally, th e ; 
fourth section of this chapter examines findings on language use and behavior outside of
the International Language classroom, as well as resources and strategies used in the
! 1





At this Cantonese Chinese International Language program site, the 
administrative team consisted of an administrator, an assistant administrator, and two 
secretaries. For the purposes of this study, only the administrator and assistant 
administrator participated.
Administrator. ■ :
The administrator was Desiree Calleras. She was bom in Guyana but immigrated 
to Canada and became a Canadian citizen. The only language she spoke was English. 
She was a mathematics teacher by profession and was also the mathematics department 
head of her school. She had been an administrator at other IL sites within the board and 
this was her second year as this Cantonese Chinese IL Program’s administrator.
Assistant administrator.
The assistant administrator was Bindu Saklani. Bindu was bom in India and had 
since become a Canadian citizen. She spoke English, Punjabi, and four other Indian 
languages. She was a middle school teacher who taught Math, Science and Technology 
(MST), English as a Second Language (ESL), and Individual Student Support Plan 
(ISSP). Prior to her current position as an assistant administrator, she worked as an IL 
teacher teaching Punjabi to secondary school students at another site. She spent the past 
three years as an assistant administrator at another IL Program before joining this site in 
September, 2011. ■ ■.
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Teachers ^ ■
The two teachers involved in this study were both grade five Cantonese Chinese 
teachers at this Cantonese Chinese IL Program. Teacher A was Yasmeen Tsui and s 
teacher B was Kalista Yeung. ;
Yasmeen, a first-generation Canadian, was bom in Hong Kong. She was a 
teacher in Hong Kong and taught music for approximately twenty years. In Canada, her 
profession was non-teaching-related as she was not certified by the Ontario College of 
Teachers (OCT). On weekends, she taught in the Cantonese Chinese IL Program. When 
she began teaching Cantonese Chinese in the IL program five years ago, she first taught 
grade sevens, followed by grade eights, grade fours, and grade fives in the subsequent 
years. In fact, this was her second year as a grade five.Cantonese Chinese IL teacher. 
Although Yasmeen spoke both Cantonese Chinese and English, she was more 
comfortable with the Cantonese Chinese language.' Cantonese Chinese was the sole 
medium of communication between Yasmeen and me; in fact, when offered the chance to
choose between Cantonese Chinese or English as the medium of the semi-structured
\
interview, Yasmeen explicitly chose to be interviewed in Cantonese over English.
Kalista, a generation 1.5 Canadian, was also bom in Hong Kong, but came to 
Canada at the age of 11. She received her elementary education from grade six and 
onwards, including her secondary and university education, in Canada; all of which was 
conducted in English. She was OCT-certified and was a mathematics secondary school 
teacher by profession. For the past two years, she had also been teaching Cantonese 
Chinese in the IL program on Saturdays, where she taught grade fours and fives.’While 
Kalista spoke both Cantonese Chinese and English, she was more comfortable with
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English as she “think[s] in English”, not Cantonese Chinese. She admitted that she had 
to “relearn a lot of the Chinese” she was teaching, although she was fluent in the 
language orally, she had to relearn a lot of the writing due to her forgetting “most of the 
Chinese that [she] learned when [she] was a child.” English was the sole medium of 
communication between Kalista and me.
Parents
Two sets of parents participated in the semi-structured interview portion of this 
study. The child of one set of parents was in one of the two grade five classes and the 
other child was in the other grade five class.
Lynda Wong was the mother of Leslie Jung -  a student in Yasmeen’s Cantonese 
Chinese IL class. Lynda was bom in Calcutta, India. Her family background was Hakka, 
one of seven major Chinese dialects, and Hakka Chinese was her LI; she grew up 
speaking Hakka with hCf parents. She learned English at a very young age in 
kindergarten as the then-India was a British colony. She came to Canada when she was 
six. She received most of her education in English here in Canada. She attended 
university in Canada and majored in East Asian studies, which was when she learned 
Mandarin. Upon university graduation, she travelled to Hong Kong to leam Cantonese. 
Although Lynda spoke English and three Chinese dialects -  Hakka, Mandarin, and 
Cantonese -  fluently, she was the most comfortable with English. English was the sole
t
medium of communication between Lynda and me; when given the choice of being 
interviewed in Cantonese Chinese or English, Lynda picked English. It should be noted 
that Lynda’s husband, Mr. Jung, was of Cantonese Chinese descent and he was also 
fluent in the Cantonese Chinese language; however, he did not participate in this study.
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Lynda and her husband had two children together; Leslie was three years older than her 
younger sister.
Dennis and Danielle Ma were the parents of Nathan Ma, who was a student in 
Kalista’s Cantonese Chinese IL class. Both Dennis and Danielle were bom in Hong 
Kong and they were first-generation Canadians. Cantonese Chinese was their first 
language. Both also spoke English. In terms of other Chinese dialects, Dennis spoke 
Mandarin, but Danielle did not. They came to Canada in 1989 for their university study; 
Danielle received her undergraduate degree with a major in accounting, and Dennis 
received his Master of Business Administration degree. Dennis and Danielle had two 
children together; Nathan was six years younger than his elder brother, Alvin. When 
offered the choice of being interviewed in Cantonese Chinese or English, Dennis and 
Danielle did not have a preference and I made the final decision to conduct the interview 
in English.
Students
There were a total of seven students who took part in the in-class questionnaires, 
however, only three of whom participated in the semi-structured interviews. Of the three 
students, one was in Yasmeen’s class, while the other two were in Kalista’s class.
Leslie Jung, daughter of Lynda Wong, was a student in Yasmeen’s Cantonese 
Chinese IL class. She was eleven years old. She was the elder of two children. She was
bom in Hong Kong; she attended kindergarten there and learned Cantonese Chinese as
*
her LI. She came to Canada at the age of three, which was when she started learning 
English. For the past five years, beginning at grade one, she had been attending 
Cantonese Chinese IL classes in Canada. She spoke English, Cantonese, and some •
French. Of these languages, Leslie was most comfortable with English. Though 
technically, Leslie would be considered a member of generation 1.5, for the purposes of 
this study, however, she would be considered a second-generation Canadian since she 
came at such a young age. English was the sole medium of communication between' 
Leslie and me. It should be noted that Leslie had a learning disability that affected how 
she memorized Chinese characters.
Nathan Ma, son of Dennis and Danielle Ma, was a student in Kalista’s Cantonese 
Chinese IL class. He was a ten-year-old, second-generation Chinese Canadian. He was 
the younger of two children. He spoke English, Cantonese Chinese, and some French.
Of these languages, Nathan was the most comfortable with English. For the past six' 
years, Nathan studied Cantonese Chinese at another IL Program site under a different 
school board, and this was his first year at this IL site. English was the sole medium of 
communication between Nathan and me. . ;
Leonard Gu was also a student in Kalista’s Cantonese Chinese IL class. He was
also a ten-year-old, second-generation Chinese Canadian. He was the younger of two
\
children. He spoke English and Cantonese Chinese. He was most comfortable with 
English -  his LI. He started learning Cantonese Chinese when he began attending the 
Cantonese Chinese IL program in grade one, and he had attended the IL Program for the 
past five years. English was the sole medium of communication between Leonard and 
me. His mother, Ms. Yvonne Gu, was a grade 6 Cantonese Chinese IL teacher at this 
site, and she was also a member of the parent council for the IL Program. However, the 
parents of Leonard did not consent to participate in the semi-structured interviews.
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Language Policies on International Language Programs
Language policies pertaining to IL Programs exist both at the federal and 
provincial levels, as explained in detail in chapter 2 -  literature review., Under this theme 
of language policies, the research’s findings illustrate the following four recurrent sub­
themes: : .
Credit versus Non-credit
The Ontario’s IL Program covers a wide number of classical and international 
languages for both elementary and secondary school students. In this particular school 
board, it offers its IL Programs weekly on Saturdays. At the elementary level, the 
program is non-credit and students receive two and a half hours of IL instruction weekly; 
at the secondary level, it is a credit program where students receive three hours of IL 
instruction weekly. For the credit secondary IL courses, students have the choice; 
between an “open” course, which is easier, and an “academic” course, which is much 
more demanding. At both the elementary and secondary levels, the IL Program is age- 
and grade-specific; in other words, students are assigned to a Cantonese Chinese IL class 
that is the same grade level as their regular day school classes. This current student 
assignment method does not take into account students’ differing Cantonese Chinese 
language proficiency levels.
As pointed out by assistance administrator Bindu, this credit and non-credit
division is problematic as it prevents potential students from pursuing.this language
*
education. Older students who “have absolutely no background” in the language are 
placed in thé same class as those who have basic proficiency in the language. For those 
students who do not have any prior knowledge or experience with the Cantonese Chinese
language, they would be enrolled in the easier “open” version of the course, in the same 
grade level as they would be for regular day school. However, even the “open” version 
of the course is too difficult for these students. To make matters worse, the idea of failing 
a course or passing with a mediocre mark, and hence having these marks recorded on 
their Ontario Student Transcript (OST), deter many students from taking these IL classes 
at the secondary level. Currently, the elementary IL program offered is non-credit,? and 
the secondary IL program is credit-based.
Funding and Resources
From this study, it was unclear how the responsibility of the IL Program funding 
and resources was distributed among the school board, Ontario’s provincial government, 
and the federal government. The findings presented here pertained mostly to this 
particular school board where the selected Cantonese Chinese IL Program site belonged. 
However, some o f the issues mentioned below could also be applicable to other IL sites
j
across the province. v '
Through both formal and informal discussions with four different teachers, three 
echoed that the current two and a half hours of class time for elementary Cantonese
Chinese IL classes was insufficient, while one teacher refrained from answering this 
question. If funding was available, the consensus was to increase the class time : 
anywhere from an additional half an hour to an hour per week.
At this particular Cantonese Chinese IL Program site, there was no funding and 
resources allocated for students who have Individual Education Plans (IEPs). Due to the 
ack of funding and resources, there were also no educational assistants to help assist with 
differentiated instructions for students with special needs during the delivery of the i
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Cantonese Chinese IL lessons. At both the elementary and secondary levels, it was up to 
the individual teacher to make the appropriate accommodation and modification as (s)he 
deemed appropriate for the student. No special education resources were available to 
teachers for differentiated instruction purposes. At the secondary level, where all 
students had to write a final examination at the end of the school year, students with IEPs 
were granted extra time to complete this examination paper. It was unknown whether 
special education resources were available for other IL Programs within this school 
board.
This school board provided each of its International Language Program sites with 
a “celebratory fund” based on the number of students enrolled. Exact dollar figures were 
not disclosed by the school administration. This fund was meant for school-wide cultural 
and heritage celebrations that would enhance students’ learning experience at the IL 
program. This year, the selected Cantonese Chinese IL Program used this “celebratory 
fund” for the “night market” Chinese New Year celebration at the gymnasium. For all 
other activities that parents would like the students to experience in addition to those 
covered by the “celebratory fund”, parents and the parent council would need to 
fundraise, provided that they were granted permission by the administrative team. In 
addition to the “celebratory fund”, each teacher was also given a “very small budget” for 
in-class celebration.
Under normal circumstances, as is the case with most other IL Program sites 
within this school board, students are required to purchase their own textbook. However, 
at this point in time, the administrator is able to get funding to print the textbook, which 
is a photocopied version of a collection of works put together by former teachers with
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material deemed level-appropriate for students. For the time being, students at this 
Cantonese Chinese IL Program site continue to receive these textbooks free of charge.
In this school board, IL Programs were conducted on Saturdays in regular 
elementary and secondary school facilities. In the two classrooms where the researcher 
conducted classroom observations, teaching tools such as overhead projector and 
computers were present in the classrooms, however, computers and internet were not 
available for use by the IL students. In fact, there were signs posted around the 
classroom asking IL students to not touch any of the resources. As a result, one teacher 
brought in her own laptop computer for use in her teaching, while the other teacher 
resorted to using hand-drawn pictures and the overhead projector to provide visuals for 
her lessons. This inability to access and use technology in their Cantonese Chinese IL 
teachings resulted in a disconnect between students’ regular day school learning 
experience, within the English environment, and their Cantonese Chinese learning 
environment. Moreover, as a researcher and an observer, the lack of availability in
resources, in addition to the inability to accommodate students with IEPs, reinforces the
\
thinking that Cantonese Chinese learning is subsidiary to the learning of English and/or 
French.
On the provincial scale, the Ontario Ministry of Education had and has curriculum 
documents for the teaching of Classical and International Languages at the secondary
level, but no such documents existed at the elementary level. The lack of Ministry*
curriculum documents for the teaching of IL at the elementary level posed another level 
of challenge for elementary IL teachers, who might or might not be OCT-certified, as 
they struggled to determine the appropriate material to teach their students without the
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outline of overall and specific expectations from the Ministry.: Such guidelines would be 
helpful not only to the IL teachers, as they would help develop a crucial continuum in the 
curriculum for IL teachers and administrators alike; this would also be beneficial for 
parents and students as it would provide them with a clear outline of the expectations for 
various levels of the students’ language development.
Administrators and Teachers Hiring Requirements
Similar to the lack of provision of Ministry curriculum documents for elementary 
IL teachings, the provincial government provided little guidelines on the hiring of IL 
Program administrators and teachers, aside from the fact that secondary IL teachers had 
to be OCT-certified. All other hiring decisions were made at the school board level.
The lack of certification for elementary IL teachers was and is problematic as no 
standardized level of teaching pedagogies and expectations could be expected from these 
IL teachers. The overall credibility of the IL Program, both in the eyes of society and the 
marginalized individuals taking part in these IL Programs, is seriously compromised by 
this gap in requirements.
\
In this school board to which the chosen Cantonese Chinese IL Program 
belonged, its IL administrative positions were open to all its members who held principal 
qualifications, and were either currently principals or vice principals at a day school, or 
were aspiring principals or vice principals. If an individual was qualified, (s)he could 
complete an application through Continuing Education. The interview assesses the 
applicant’s administrative skills, not the language skills. In the,case of a successful 
interview and reference check, the hired individual would serve as an assistant 
administrator or administrator of an IL Program site for the duration of one year. It was
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not the school board’s requirement for the individual to speak or understand the language 
of the particular IL site, although it was speculated that the Continuing Education office 
might take into consideration an individual’s language skills and abilities prior to an IL 
assignment. While these individuals were hired on the basis of one-year assignments, it 
was common practice within this board to keep administrative individuals at the same IL 
site for the duration of two to three years; upon which, a rotation to another IL site would 
occur.
The province of Ontario only required its secondary IL teachers, not elementary 
IL teachers, to be OCT-certified as the former taught credit courses and these courses . 
would appear on the students’ Ontario Student Transcript (OST). The same rules applied 
in this particular school board. In order for teacher applicants to be considered for a 
teaching position with this board’s IL Program, these individuals had to submit their 
applications for teaching, either at the elementary or the secondary level, through ^ 
Continuing Education. Interviews were conducted at the board’s Continuing Education 
office in the presence of an IL administrator, assistant administrator, and a community 
member who spoke the language for which the applicant was being interviewed. 
Regardless of the language the participant sought to teach, the interview would be 
conducted primarily in English; for some questions, the applicant would be required to 
answer in both languages (e.g., English and Cantonese Chinese). The community 
representative assessed the applicant’s language ability -  by listening to the oral
j-
responses in the specific language and by reading through the written response to a 
specific question that all teacher applicants had to answer -  and would then make a
recommendation as to which grades the teacher applicant should teach. All secondary IL 
teacher applicants also had to be OCX-certified in order to qualify; for an interview. ,
Administrator Desiree observed that although some of the elementary IL teachers 
in the Cantonese Chinese IL site might not be OCT-certified, many brought with them 
valuable teaching experience from their home countries. However, since every country 
had different expectations for its teachers, there was a lack of consistency between • 
teachers, particularly in terms of behavioral and classroom management. Moreover, it 
was also possible that an elementary IL teacher was not foreign-trained. These 
elementary IL teachers, whether they had prior formal teaching experience or not, might 
or might not be aware of the pedagogies within the Canadian classrooms; in other, words, 
many could be using teaching styles and techniques that were prevalent in their home 
countries, as they had experienced themselves during their education there. i
Unfortunately, these pedagogies might not necessarily reflect the values and expectations 
of Canadian classrooms. ■ •
Furthermore, a classroom with exceptional students (i.e., students with IEPs who : 
require learning accommodation and/or modification) might pose. a challenge for non- 
experienced and/or foreign-trained IL teachers. Due to the lack of funding and resources, 
special education assistants were not available to provide teaching support to these 
students with special needs. For IL teachers who were not OCT-certified and had no 
prior experience dealing with students with special learning needs, such a teaching 
assignment could be overwhelming. The lack of standard qualification requirements and 
guidelines for IL teachers further complicated this teaching challenge. The notion of an 
individual teaching an L2 to a group of students, though only at the elementary level,
6 8
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called into question the assumption that an individual could teach a language in which 
(s)he was proficient (Snow, 2006). This thinking was neither responsible nor realistically 
feasible in most IL classrooms.
Parent Council
Different from regular day schools, Parent Council was not a legal requirement 
for the International Language Program sites. Though this particular Cantonese Chinese 
IL Program site had a Parent Council, which comprised of a very small group of parents, 
it had no legal status. In other IL sites, depending on the parents’ interest level, there 
might or might not be a parent council at all.
This Cantonese Chinese IL Program’s Parent Council, which was more ■ 
commonly known as the “Cantonese Parents Association”, consisted of approximately 
five to six parent members. These parents volunteered their time as they had an active 
interest in the IL program. Among other duties, the Cantonese Parents Association 
sometimes assisted with fundraising efforts to enhance the overall IL experience for
students. During this year’s “night market” Chinese New Year celebration, they also had
\
a booth where they showcased the Chinese culture, gave out red pocket money with 
chocolate loonies to every student, and awarded classroom prizes.
Its existence and purpose unknown to most parents, this Parent Council also 
served as the liaison between parents and the administration team. When parents and 
students had suggestions relating to the program, they could either go directly to the 
administration team, to the Continuing Education office, or if they preferred, to the Parent 
Council; the Parent Council would then pass on these suggestions to the administration 
team. The Parent Council served a particularly important role in situations where a
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language barrier existed between parents and the administration. Since it was possible 
that the none of the individuals on the administrative team at the IL site spoke the IL 
(which was the case at this IL site where no one on the administrative team spoke 
Cantonese Chinese), parents who were more comfortable communicating in Cantonese 
Chinese rather than in English might wish to communicate their concerns with the Parent 
Council, where such concerns would be relayed to the administration team.
Teaching Pedagogies for Cantonese Chinese as a Second Language 
During my classroom observations of the two IL classrooms, I witnessed two 
distinct sets of pedagogies, as demonstrated by the two teachers, who placed different 
emphasis on the four language learning skills -  reading, writing, speaking, and listening. 
Ms. Yasmeen Tsui -  Hong Kong-Trained Teacher
Yasmeen’s teaching goal revolved heavily around the speaking and listening 
disciplines of the Cantonese Chinese language. Her lessons were based on the lexical 
approach, which heavily emphasized the teaching of vocabulary and common useful 
phrases (Lewis, 1997). Her teaching style was more traditional and teacher-centered than 
that of Kalista (Brown, 1996); this provided students with large amounts of Cantonese 
Chinese language input.
In her teaching, Yasmeen’s main goal was to develop students’ listening and 
speaking skills by encouraging students to “recognize [more] new words, and learn more 
new vocabulary” (my translation from the original Chinese). Writing and reading were
t
her secondary focus. In class, her students did not have to write Cantonese Chinese 
essays, but they were encouraged to say Cantonese Chinese sentences out loud to her and 
to each other. She noted a positive correlation between students’ confidence and the
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frequency at which they speak the Cantonese Chinese language. This was one of the 
reasons why she conducted her class mainly in Cantonese Chinese, with English 
supplementations where appropriate and necessary. Yasmeen pointed out that “teaching 
Cantonese Chinese [in Canada] is very different than teaching Cantonese Chinese in 
Hong Kong” (my translation from the original Chinese). Despite the fact that students 
were unlikely to fully understand everything she would say in Cantonese Chinese, she 
thought it was still important for her to say these phrases and words in Cantonese Chinese 
first to give students exposure to the IL, though she would then “follow up with English 
to further explain” (my translation from the original Chinese) so her students would • 
grasp the full meaning. , ’ r  ;
In Hong Kong, Yasmeen was a music teacher, and she integrated her musical; 
experience into her Cantonese Chinese IL teaching by incorporating singing elements 
into her lessons. Normally, Yasmeen would start the singing portion of the program in 
the second half of the term; this year, however, she started this singing portion near the
end of the first term to gather student feedback on the singing activities and the preferred
\
songs. When probed with regard to her song selections criteria, Yasmeen explained that 
she aimed to select songs that could be sung in both Chinese and English. Based on this 
criterion, the selection was rather limited. In addition to this, Yasmeen’s previous 
experience in using singing to teach Cantonese Chinese taught her that sometimes, 
students found the chosen songs childish, and as a result, they did not particularly like 
this aspect of the lesson. Yasmeen found the use of singing to teach Cantonese Chinese 
particularly effective with younger students, but less effective with the intermediate 
grades as these older students often felt out of their element during in-class singing
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activities. When asked whether the level of difficulty in words would affect her song 
selection choices, Yasmeen replied, “I wouldn’t be concerned whether the words in the 
songs are too difficult. , .my concern would be whether or not [the students] can sing the 
song, and whether they can memorize the lyrics, because even if the words are difficult, 
the students don’t have to write them out.. .they only have to recognize [the words]” (my 
translation from the original Chinese).
Every week, Yasmeen spent the first thirty to forty minutes of the two-and-a half- 
hour class reviewing material covered in previous lessons. This was done through the 
reading and recitation of previous lessons from the students’ textbook. Her rationale for 
spending at least twenty percent of each lesson’s class time on revision was to prevent 
students from forgetting the Cantonese Chinese that they have previously learned. She 
further reasoned by saying that “if [one] just continuously feed[s] [the students] a bunch 
of material, and never review them, then it won’t work” (my translation from the original 
Chinese).
During her lessons, aside from using singing as a way to engage students in
\
Cantonese Chinese learning, Yasmeen also utilized the textbook as a guide for contents 
and vocabulary teaching. The textbook consisted of many different individual lessons, 
ranging from classic Chinese poetry to Chinese historical figures to Chinese cultures and 
festivals. Her lessons did not follow the order of the text; in fact, due to time constraint 
and the limited number of classes scheduled for a school year, it was impossible for her to 
finish every lesson in the textbook, so she would pick and choose lessons that were 
appropriate for her students. In her semi-structured interview, she stressed the 
importance of extracting the main ideas of each textbook lesson and teaching those main
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ideas to the students by building a lesson that suited their learning needs. Furthermore, to 
present the material in the textbook, she went beyond the typical reading of the text by 
introducing the information through storytelling. In addition, some teaching strategies 
and tools that Yasmeen used throughout her lessons included teacher-led discussions, 
handouts, overheads, traditional Cantonese Chinese dictionaries, games, and a sticker 
reward system. Though she usually led the classroom discussions, students were also 
encouraged to ask questions and offer input, so that the class as a whole could “engage in 
a conversation and [students] could cognitively stimulate each other” (my translation 
from  the original Chinese). Through the dictionary activity, students were taught to 
determine the radicals and strokes for different characters. Yasmeen also noted that 
lessons should be infused with cultural activities and celebration of festivals; she 
reasoned that because these occasions occur yearly, they would provide continuity in the 
IL curriculum. At the same time, the incorporation of culture and traditions also added a 
fun element to Cantonese Chinese learning.
. Through her years of teaching in the Cantonese ChineseTL Program, Yasmeen
\
noticed the importance of students’ developing positive and supportive relationships with 
each other. Such positive relationships provided students with opportunities of support 
and feedback from their peers and, more importantly, with potential .Cantonese Chinese 
communication partners. This was precisely the reason why students were free to move 
around the classroom during recess, and although students were encouraged to speak 
Cantonese Chinese with each other, they were allowed to converse in English; all these 
efforts were to ensure students remained enthusiastic about the learning of the Cantonese 
Chinese language and its potential.
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Interestingly enough, five out of the seven students chose “I get to see my friends” 
as one of the reasons why they enjoyed attending the Cantonese Chinese IL Program.
This finding indicated that the social and community building component of the program • 
was vital in enticing students’ continued attendance to the IL Program. Such finding also 
attested Yasmeens’ personal experience and observation that peer pressure and friendship 
between students played a significant role in facilitating or hindering students’ Cantonese 
Chinese learning. Her personal philosophy of encouraging interaction between students, 
both during class time and break time, was therefore legitimized by the students’ own 
revelations.
Ms. Kalista Yeung -  Ontario-Certified Teacher
Kalista’s teaching goal was to create a balanced language program, which aimed 
to develop a broad understanding of all four language skills -  reading, writing, speaking, 
and listening. Her teaching was mostly based on a constructivist approach, where 
students actively participate in language learning through social processes with the 
teacher acting as a facilitator and guide to learning (Brooks & Brooks, 1999). Her 
lessons consisted of a mix of independent and collaborative learning activities.
In her teaching, Kalista’s main goal was to establish a balanced program where 
students learned and practiced “oral communication, writing, reading, recognizing the 
words, [and] building vocabularies”. She aimed to maintain students’ interest level in 
Cantonese Chinese learning by making the lessons “fun.. .relevant... [and] interesting”. 
With her grade 5 class, Kalista chose to use both English and Chinese as her media of 
instruction as she did not think it was appropriate to speak only Cantonese Chinese with 
her students when the students would miss information and therefore lose interest in the
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material. She remarked that the language of instruction in the IL classroom should 
ultimately be guided by students’ IL proficiency; for instance, if her students were strong 
in Cantonese Chinese, then she believed that it would be better to speak entirely in 
Cantonese Chinese; however, since that was not the case, a mix of Cantonese Chinese 
and English was therefore necessary. My observation revealed that English was the 
primary medium of instruction in Kalista’s classroom; she taught the Cantonese Chinese 
vocabulary and phrases by embedding them in English instructions and explanations.
In reflecting on her teaching methodology, Kalista concluded that her teaching 
style in the Cantonese Chinese IL program was very similar to that in her regular day 
school classroom. For her day school classes, she planned her lessons by looking at the 
Ontario Ministry of Education curriculum documents for mathematics, and would plan 
her lessons based on the overall and specific expectations outlined there. Since such a 
Ministry document did not exist at the elementary IL level, Kalista utilized the Ontario 
Ministry of Education curriculum documents for learning English as a Second Language 
(ESL) and the Hong Kong Education Bureau’s curriculum guidelines for teaching the
v
Chinese language as a guide for her IL lesson planning. With these expectations in mind, 
she then took a look at the lessons in the textbook. She used the teaching strategy of 
scaffolding to introduce words and vocabularies that she would like to introduce to her 
students by presenting the material in small, understandable portions before gradually 
shifting the learning responsibility to the students (Liu & Taylor, 2004); where 
appropriate, she also drew connection between the lesson’s vocabularies with those 
commonly encountered within the daily context.
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While Kalista thought the textbook provided a variety of texts for students, she 
found the textbook contents quite difficult for her students since a lot of her students 
“can’t read all of [the words].” In addition, it was also noted that the textbook was in 
black and white, and there were no pictures for most lessons presented in the text. The 
lack of pictures made it challenging for students to practice the language learning 
strategies that they might have learned during regular day school, such as using pictures 
to make predictions, and transfer those skills to Cantonese Chinese IL learning. Kalista 
further pointed out that “those kinds of strategies are hard to apply” when the textbook 
lacked the tools students needed to practice and apply various language learning 
strategics.
During her lessons, Kalista utilized a variety of teaching tools to engage students. 
Although most verbal interaction between Kalista and her students was in English,' ‘ 
through such activities as the blackboard tile activities, students had the opportunities to 
practice writing Cantonese Chinese characters, and they would repetitively write out the 
target vocabularies and said those out loud as they compared their writing with their 
peers. This slightly competitive environment provided students with immediate peer 
feedback, while this allowed Kalista to circulate the classroom to assist those who 
experienced more difficulty writing or pronouncing the words. During these practice 
episodes, Kalista would also praise students and encourage them by positively ; 
acknowledging their efforts in saying “you say it with no accent” or “that’s great! Can 
you say that again?”. ■
Other teaching strategies that Kalista used in teaching her lessons included pair- 
share activities, verbal fill-in-the-blanks, personal dictionary, and cartoons.: In reviewing
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the target vocabularies, Kalista would verbally say a Cantonese Chinese sentence with 
blanks, where students had to fill in the blanks with target vocabularies learned that day. 
The personal dictionary was a notebook where each student wrote down the target 
vocabulary, its meaning, as well as an example in which the vocabulary might be used. 
In addition, towards the end of each lesson, Kalista often showed a short episode of 
Cantonese Chinese cartoon to students. When the characters said something colloquial 
that was likely new or foreign to the students, she paused the cartoon, explained the 
phrase, and provided another relevant context in which the phrase could be used. 
Overall, students responded well to this method of teaching.
Participants’ Attitudes towards the Cantonese Chinese Language 
In examining the student questionnaires and the semi-structured interviews, we 
were able to observe both implicit and explicit expressions of students’, parents’, and 
teachers’ attitudes towards the Cantonese Chinese language. This section sheds light on 
participants’ attitudes towards the language and its cultural maintenance, as well as their 
attitudes towards the Cantonese Chinese IL Program.
v
Attitudes towards Language and Cultural Heritage Maintenance 
Administrative Team.
Administrator Desiree was the sole participant in this study who only spoke one 
language -  English. Although this was the case, she, as this Cantonese Chinese IL site’s 
administrator, valued the importance of language and cultural heritage maintenance for 
minority groups. During her interview, she discussed how the aim of this IL Program 
was “to build community [for] students who have a common background”, by teaching 
them to “recognize, respect, [and become] cultural [ly] aware”. Her positive attitude
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towards the language and cultural maintenance was evident in her work and contribution 
to the Chinese New Year “night market” celebration, where she helped transformed the 
gymnasium into a cultural hub for a “living celebration” of both the language and culture 
of the Cantonese Chinese-speaking community.
Assistant administrator Bindu, as a member of a visible minority group who 
spoke five other languages in addition to English, recognized the Canadian government’s 
effort in permitting immigrants and their descendants in practicing, using, and celebrating 
their languages and cultures. During her interview, she observed and revelled in the fact 
that despite “[our] coming from all over the world... we can [still] keep our.cultures and 
languages.” : Since Canada, its law, and the school boards provide such IL Programs for 
parents and students to promote the learning and maintenance of their language and 
heritage, the question would be “why not?” take advantage of such an opportunity.
■ Teachers. ■
Teacher A Yasmeen believed all Chinese children should keep and maintain the
Chinese language. She explained that while we are all Canadians, at the end of the day, if
. . \
one was to trace it back to our roots, we are all different, “especially because [the Asian] 
faces are so [obviously] different” (my translation from the original Chinese) from those 
of the Europeans. Due to this difference in appearance, she emphasized the importance 
of “keeping] our own roots and culture...whether it is a big part or a small part” (my 
translation from the original Chinese), so that the younger generations and other can 
learn about and respect the Chinese history, language, traditions and cultures. The 
statement “All I want is to teach.. .to teach Chinese Canadian students.. .1 want them to 
learn about their language...and to keep their culture.” summed up Yasmeen’s overall
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affirmative attitude towards the Cantonese Chinese language and cultural heritage 
maintenance.
Teacher B Ms. Kalista Yeung also held an overall promising attitude. She 
reckoned that in most cases, Cantonese Chinese was the family language of most students 
attending her Cantonese Chinese IL class, where “the parents speak the language, the 
family speaks the language, and it’s part of what makes them unique”. And the language 
and culture would be a part of the students’ lives for many years to come. By making her 
lessons fun, relevant, and interesting for her students, she hoped that they would enjoy the 
Cantonese Chinese learning process, and more importantly, would remember the Chinese 
they learned for years to come.
Parents.
Lynda Wong, mother of Leslie Jung, had high regards for individuals who were 
competent in a second or third language, perhaps because she herself had very positive 
experience as a Chinese Canadian who spoke English and three different dialects of the 
Chinese language. She associated Chinese identity with the Chinese language, which 
was illustrated when she identified proficiency in the Chinese language as a 
distinguishing characteristic of a Chinese person. She further commented that “as a 
Chinese-looking person, you should be able to speak.. .you don’t have to speak 
100%. ..but I think you should have some knowledge of your background because
that’s .. .how [a person is] distinguished.” This quote reflected Lynda’s belief that when
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individuals self-identify as Chinese Canadians, they should know how to speak at least a 
little bit of the language to demonstrate respect for their roots and cultures. In fact, she 
regarded the scenario of a Chinese not being able to speak the Chinese language,
especially when visiting a Chinese-speaking country, as “embarrassing”. In reflecting on 
her reasons for pursuing East Asian studies during her undergraduate years, she expressed 
that “[her] purpose for learning Chinese back then in university was so that [she could] 
teach [her] kids to say.. .this is what you are about.” Moreover, she observed that a lot of 
English-speaking Chinese Canadians did not instill these values in their children, and she 
rationalized that “[a person could] not be so Anglicized that.. .[to] not admit that [he/she 
was] Chinese.” More importantly, she also believed “there [would] be a time when that -  
the Chinese language -  [would] surpass the English”, hence this was another reason why 
she emphasized and valued the importance of Cantonese Chinese language learning to 
her daughters. However, she believed it was equally important for her children to learn 
English, as “globally, English [was] the spoken language.” She further elaborated in 
saying that based on her extensive travelling experience, sometimes, she witnessed some 
Chinese being “discriminated by [his/her] yellow colour... when [in] a different part of 
the world,” but when the locals saw that these Chinese could speak “perfect English 
without [an] accent...that sometimes work[ed] to [the person’s] advantage.” During her
V
everyday life, Lynda frequently used Cantonese Chinese with her family and her children 
in public, provided that others within the immediate surroundings also understood the 
Chinese language and there was no chance for any misunderstanding or misinterpretation. 
In addition, Lynda was also learning Chinese cooking from her husband’s grandmother in 
hopes she could pass some of these skills onto her two daughters in the future.
Although Mr. Jung, Leslie’s father, did not participate in this study, his attitude 
towards Cantonese Chinese language and cultural maintenance was evident through my 
interview with his wife Lynda and daughter Leslie. As conveyed in Leslie’s interview,
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Mr. Jung was equally enthusiastic and adamant in helping his daughter learn and 
maintain the Cantonese Chinese language. He made the initial decision to have Leslie 
attend the Cantonese Chinese IL program five years ago. Lynda,- wife of Mr. Jung, also 
revealed that Mr. Jung was better than her at speaking to the children consistently in 
Cantonese Chinese. When he traveled to Hong Kong, he purchased Chinese exercise 
workbooks for the children so they could have extra resources for practice. All of these 
practices demonstrated that Mr. Jung valued the importance of Cantonese Chinese 
language and cultural maintenance in his children.
Dennis and Danielle Ma, parents of Nathan Ma, regarded the learning of the 
Chinese language to be a critical aspect of growing up as a Chinese Canadian; as the 
language would help the children learn and better understand the Chinese background, 
history, and culture. They also believed,that language maintenance was pertinent in 
avoiding both linguistic and cultural gaps between generations. Dennis acknowledged 
the apparent increase in importance of the Chinese language around the world. To the 
Mas, language was only a means of communication and it was only practical for the 
world to have a common language with which people could communicate; at this point in 
time, this common language is recognized to be English. BothsDennis and Danielle 
agreed that their children should learn English in addition to Cantonese Chinese. Though 
they viewed English as the universal language, they did not view English as a language of
power. Precisely, Dennis shared his views in saying that English does not pose a threat to
$
the Cantonese Chinese language, at least not in the immediate future. On the other hand, 
while Danielle also did not see English as threatening to Cantonese Chinese, she 
speculated that Mandarin would pose a larger threat to the Cantonese Chinese and its
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existence in the future than English, as more parents are “sending the[ir] children] to 
Mandarin classes.. .to prepare them.” In addition, Dennis and Danielle concurred that 
every individual should be proud of his/her Chinese ancestry, and that a person’s Chinese 
language skills also formed a part of his/her identity. Similar to Lynda’s response, both 
Dennis and Danielle communicated with their children in English in public when they 
were in the presence of other non-Chinese speakers, only to avoid embarrassing others. 
When they were out as a family on their own, however, they always spoke in Cantonese 
Chinese.
Students.
Among the seven student participants, though their primary language for 
communication was English, their overall attitude towards the Cantonese Chinese 
language and culture was perceived to be a positive one. This is illustrated by their 
choice of words used to describe the Cantonese Chinese language, as shown in Figure 2. 
This is further affirmed by student questionnaire findings where all seven students 
strongly agreed or agreed that learning Cantonese Chinese was important. Students also 
expressed that they were proud to use the language whenever they had the opportunity. 
Figure 3 shows students’ perception of the importance and usefulness of the Cantonese 
Chinese language. Almost all students reported communication with family, although it 
is unclear whether this refers to their immediate or extended family members, as one of 
the reasons why it was important for them to learn the Cantonese Chinese language.
Of the three students who were interviewed, they all exhibited positive attitudes 
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well, albeit for slightly different reasons than that described by the administrative team, 
teachers, and parents. Leslie, Nathan, and Leonard all recognized that knowledge in a 
second or multiple languages could be beneficial for them in the future, particularly in 
situations such as travelling and/or working. They cited communication, convenience, 
practicality, and people’s general mobility as their reasons for learning about the 
Cantonese Chinese language and culture. All three students had travelled to Hong Kong 
at some point in their lives and, to varying degrees, experienced how inhibiting it was to 
not speak the native language of the visiting country. They were determined to do well 
and acquire at least the basics of Cantonese Chinese language skills.
Leslie had a natural interest and passion in learning about history, culture and 
festivals. She regarded the language as part of the history. She also took pleasure in 
Chinese calligraphy and had an interest in Chinese cooking. Learning Cantonese Chinese 
was a natural step for Leslie so that she could fully benefit from the aforementioned 
activities.
Nathan bore the idea that knowing another language was an asset for the future.
\
Specifically, he viewed the learning of Cantonese Chinese as important because “it’s 
easier to communicate.. .if you ever go to [places] like Hong Kong.” He also shared with 
me that when he grows up, he “might be travelling around the world looking at 
architectural structures” and knowing another language “would be convenient”. In
response to the question of whether Chinese Canadians should speak Cantonese Chinese
*
in addition to English and French, Nathan identified Canada as a place where individuals 
were “free.. .to speak whatever language” they desired. It would only be to the benefit of
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the individuals if they spoke another language, so that “they [could] communicate with 
more people. . .and they [could] .. .travel around too.”
Leonard’s positive attitude towards the Cantonese Chinese language and culture
was evident when he taught his non-Chinese friends basic Chinese words, such as the
different colours. When asked how not being able to speak the Cantonese Chinese
language would affect him, Leonard genuinely answered that “[his] family would be
Chinese except for [him]”. In this quote, it was evident that he closely associated the
Cantonese Chinese language with his identity. To be able to understand, speak, and
communicate in the Cantonese Chinese language allowed him to be a member of his
immediate and extended family. Leonard thought it was important for Chinese
«
Canadians to speak both English and Cantonese Chinese. He reasoned that “[if] you 
know two languages... you [could] go to different places, talk to people in your 
language.” Despite the fact that these students are only in grade five, their foresights are 
wise beyond their years. Figure 4 provides a graphical representation of a series of 
student responses from the questionnaire; the objective of these questions was to 
investigate students’ attitude towards the Cantonese Chinese language. As illustrated in 
Figure 4, all student participants reported interest in learning Cantonese Chinese and 
regarded Cantonese Chinese learning as important, furthermore, most are proud to use the 
language whenever the occasion arises.
It should be noted, however, that there were a few students who demonstrated a 
negative attitude towards the Cantonese Chinese language and culture; these students did 
not consent to participate in this study and hence, they were not formally observed or
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Figure 4. Graphical representation of student questionnaire responses on their overall 
attitude towards the Cantonese Chinese language.
interviewed. They shared their views with me through informal discussions when I was 
in the classroom conducting classroom observations. Through informal interaction, these 
disinterested students revealed that they lacked the motivation to learn Cantonese Chinese 
as they found the material boring and, in some cases, difficult.
Attitudes towards Cantonese Chinese International Language Classes
The administrative team had an optimistic attitude, which was presumed to align 
with the attitude of the school board’s, towards the Cantonese Chinese IL Program. In 
creating language learning opportunities for students and fostering students’ growth 
within the Cantonese Chinese culture, the administrative team wanted IL students to build 
community, celebrate its culture and history, as well as preserve the language within the 
Canadian setting.
The teachers were equally as enthusiastic towards the Cantonese Chinese IL 
classes. In the discussion with Yasmeen on how Cantonese Chinese IL classes 
contributed to Cantonese Chinese language maintenance among students, she shared that 
the extent to which a student maintained the Cantonese Chinese language was partly 
influenced by the teacher and the classroom environment, but also by the parents’ overall 
attitudes towards the Cantonese Chinese language and their expectations for the child. 
Additionally, it highly depended on the students’ attitude towards the Cantonese Chinese 
IL classes, as well as whether or not they were intrinsically motivated to learn, as 
opposed to being forced to attend these Saturday classes by their parents (Snow, 2006). 
She shared a story about aN second-generation Chinese Canadian student from her last 
year’s grade five IL class. Yasmeen never disclosed the name of this student; for the 
purpose of this paper, we will call him Vince. Vince’s mom was of Chinese descent and
87
88
his dad was of Vietnamese descent. He was “very hard-working” and was diligent with 
his work. His mom also enlisted an aunt to help Vince with the Cantonese Chinese 
language, somewhat similar to private tutoring. Vince “was very dedicated and was also 
eager to learn.. .even though he didn’t speak Cantonese fluently, but [Yasmeen] taught 
him a lot of new words, and he would pick them up.” It was evident throughout the 
school year that Vince made significant progress from when he first started.
While both sets of parent participants regarded the Cantonese Chinese IL classes 
as having an integral contribution to their children’s Cantonese Chinese language and 
cultural maintenance, they had slightly different expectations of these classes. Ms. Lynda 
Wong and her husband, Mr. Jung, considered the Cantonese Chinese IL program as a 
venue that served to provide Cantonese Chinese exposure to their children, while 
providing the children with opportunities to practice speaking the language, whether with 
fellow classmates or with the teacher. Lynda, whose family background was Hakka, 
attended the Cantonese Chinese IL program when she was younger; she declared in the
interview that she “hated it”. Since her parents did not speak Cantonese Chinese, she did
. ' \
not see the use of attending these Saturday classes, and as a result, she soon stopped 
attending the IL Program. It was not until she was past her teen years that she realized 
the value of being a multilingual. Mr. Dennis and Mrs. Danielle Ma, on the other hand, 
entertained the idea of the Cantonese Chinese IL classes as an opportunity for their 
children to network with other children from a similar culture. This, they speculated, 
would encourage the children to speak in Cantonese Chinese more often as they would 
see that this language could actually be used for communication. However, Dennis and 
Danielle were uncertain about the IL program’s administration and its structure. They
felt that there was a lack of communication between the school and the parents, and 
moreover, they felt that the school did not foster an environment that valued open 
communication. In comparing this particular IL site with the previous IL site from 
another school board, which their children had attended in previous years, they were 
particularly puzzled as to why this IL site did not have a single Cantonese Chinese­
speaking individual on the administrative team, while the entire administrative team at 
the other IL site comprised entirely of Cantonese Chinese-speaking individuals.
Students’ attitude towards the Cantonese Chinese IL Program is similar, as 
evident in Figure 5, which shows that no students identified with the statement “I don’t 
like Chinese school on Saturdays.” As noted earlier, during Cantonese Chinese IL 
classes, Yasmeen mostly used Cantonese Chinese and Kalista predominantly used 
English as the medium of instruction. Interestingly, as illustrated in Figure'6, no student 
believed their teachers should use more English during Cantonese Chinese teaching. 
Although Figure 7 displays different reasons behind why students want to try their best in
the Cantonese Chinese IL Program, it is clear all students care about their Cantonese
\
Chinese education. Finally, all students concurred that in the future, they would also send 
their own children to Cantonese Chinese classes to learn about the Chinese language and 
culture.
As for Leslie, Nathan, and Leonard, all three students have travelled to Hong
Kong at some point in their lives. Having experienced firsthand the importance of
■ *
Cantonese Chinese while travelling to a country whose dominant language is not English, 
they saw a purpose and a real-life connection between the Cantonese Chinese IL classes 
and the real world. When Lynda asked her daughter Leslie whether or not she would like
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"I enjoy going to Chinese school on Saturdays 
because..."
in
Figure 5. Factors that contribute to students’ overall enjoyment of the Cantonese 
Chinese IL Program
"When teaching Cantonese Chinese in school, I think 
the teacher should..."
Figure 6. Students’ preferred medium of instructions in the Cantonese Chinese IL 
Program
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to continue with Cantonese Chinese IL school during the following school year of grade 
six, Leslie surprised her with a “yes”. She would like to continue these IL classes 
because she enjoyed the social aspect of the program, where she met with her friends on a 
weekly basis; “[she] like[d] going to Chinese school, [she] like[d] being with [her] friend 
who [were] Chinese.” As Lynda put it, Leslie tried “really hard in front of her friends on 
Saturday.. .mornings to speak [in Cantonese Chinese]” and that made her proud as a mom 
because her child was able to converse in Cantonese Chinese. All three students shared 
that the Cantonese Chinese IL program has helped them in learning more about the 
Cantonese Chinese language. With Leslie, she believed that if she never attended the 
Cantonese Chinese IL program, she would not have known as much Cantonese Chinese; 
with Nathan, he found himself more capable of reading and writing in Cantonese Chinese 
throughout the past few years; and with Leonard, his initial exposure to the Cantonese
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Chinese language was at the IL program, this was how he first started learning the 
language.
Participants’ Attitudes towards the English Language
While both sets of parents valued the importance of knowing the Cantonese 
Chinese language, they also expressed positive attitudes towards the English language. 
Both sets of parents agreed with the statement “I like that Canada is a multicultural 
country where people are free to speak their own languages, but English is the official 
language, and I think it is important for my child to speak English so that (s)he can fit in 
with society.” However, while Dennis and Danielle Ma regarded English as merely a 
common language due to practicality, Lynda Wong viewed the English language as a 
language of power. Dennis and Danielle believed that with so many different languages 
around the world, it would be impractical for every individual to speak his/her own 
language in situations such as trade; as a result, a common language would be needed to 
facilitate effective communication between individuals. In the present world, English 
happened to be that language. For Lynda Wong, however, her experience abroad 
affirmed that English was and is a very powerful language in the world.
Although the adults -  both the parents and the teachers -  regarded Cantonese 
Chinese and English as two separate entities, this was not the case for the children. Both 
the Cantonese Chinese and English language had the same status for the student 
participants; students were merely more comfortable with the English language than they 
were with the Cantonese Chinese language, ánd hence English was their primary 
language of communication with those other than their parents. In the semi-structured 
interview, Nathan revealed that his language choice would normally be guided by the
language others used to initiate conversation. The students seemed to see speaking both 
the Cantonese Chinese and English language as the norm, and while they were 
comfortable and proficient in the English language, they did not feel that one language 
was better or more powerful than the other. All students agreed that knowledge in more 
than one language put them at an advantage, especially when it came to travelling around 
the world.
Language Use, Resources, and Strategies Outside of the Cantonese Chinese 
International Language Classrooms
Through discussion, both formal and informal, with parents and students alike, I 
gathered and documented insights shared by parents and students with regard to their 
language behavior outside the Cantonese Chinese IL classroom setting. This section 
presents the findings on the language behavior of participants outside of the IL classroom 
setting, as well as the resources and strategies available outside of this environment that 
could foster and encourage Cantonese Chinese learning.
Exposure within the Familial Setting
Although only two sets of parents participated in the semi-structured interviews, 
the student questionnaire further probed into students’ exposure to the Cantonese Chinese 
language within the familial setting. All students reported Cantonese Chinese as the most 
commonly spoken language among their parents. It should be noted that although all 
parents who participated in this study were of Chinese descent, and it appeared that they 
all spoke Cantonese Chinese within the familial setting, they differed in their overall 





Lynda spoke in both Cantonese Chinese and English with her husband. She 
described her language use with her spouse as “half and half’, but indicated that she tried 
“to [use] Cantonese in front of the kids.” Dennis and Danielle spoke only in Cantonese 
Chinese with one another, regardless of whether the children were present or not. It was 
unclear which language Mr. and Mrs. Gu, parents of Leonard, used when communicating 
with each other as they did not participate in the study; this was not discussed during my 
interview with Leonard either.
With the children. _ __
When speaking with the children at home, Lynda confessed that although she 
tried to communicate mostly in Cantonese Chinese, this was not the case “all the time.” 
She had a tendency to switch back and forth between Cantonese Chinese, “Chinglish” -  a
4
mix of Chinese and English, and English. She estimated that about 70% of the time when 
she spoke only in Cantonese Chinese, her children would have a “strange look in their 
eyes, and then [she would have to] supplement with English.” Her husband, on the other 
hand, was much better at speaking Cantonese Chinese to the children without switching 
back and forth. Dennis and Danielle spoke to their children in Cantonese Chinese most 
of the time. Whenever they felt the children were not understanding and grasping the full 
meaning, they would then “use English” to further explain. For Leonard, communication 
with his father was usually conducted in Cantonese Chinese as Mr. Gu didn’t “understand 
that much English”, whereas communication his mother was mostly in Cantonese 
Chinese but also in English.
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The presence of older generation relatives.
In Leslie’s case, she had Cantonese Chinese exposure from her parents, her 
grandparents, and sometimes, her paternal great-grandmother when she returned home 
every weekend from her nursing home stay. Her grandparents spoke English, and Leslie 
was aware of this fact, therefore a lot of times, she would converse with the grandparents 
in English instead of Cantonese Chinese. However, great-grandmother did not speak any 
English at all, and on the Saturdays and Sundays when she spent the day with the family, 
Leslie would be exposed to more Cantonese Chinese language input and would be 
required to communicate in Cantonese Chinese as well. Nathan’s maternal 
grandparents lived in Canada and his paternal grandparents lived in Hong Kong. 
Cantonese Chinese was the language of communication between Nathan and his 
grandparents. It should be noted that Nathan was the only one of the three students 
interviewed who indicated his grandparents was not one of the reasons why he wanted to 
or needed to learn the Cantonese Chinese language. He further elaborated in saying that 
his grandparents and him did not converse on a regular basis, and when they did 
communicate, they only spoke of “basic stuff’ as in “do you want this, and do you want 
that?”. Though Leonard’s grandparents did not live in Canada, they continued to 
communicate on a regular basis. Cantonese Chinese was the only language Leonard’s 
grandparents understood, as a result, it was also the language of communication between 
Leonard and them.
*
The presence of siblings.
All students reported English as the dominant language, if not the sole language, 
of communication with their siblings, whether the siblings were older or younger.
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Chinese media.
In the Jungs’ home, Leslie sometimes watched movies or cartoons during her 
spare time when her dad set them up for her. Throughout the week, when her 
grandparents and great-grandmother were not visiting, there was minimal Cantonese 
Chinese exposure through the media. When her grandparents and great-grandmother 
visited, however, the elders would watch the OMNI daily evening news in Cantonese 
Chinese and listen to the Cantonese Chinese radio programming; though Leslie and her 
sister were never a part of the audience in such instances. It was also infrequent for the 
Jungs to have Chinese music in the house. In terms of Chinese newspaper, Leslie’s 
parents only purchased it when great-grandmother visited over the weekends. Included 
with the weekend Cantonese Chinese newspaper was a gossip entertainment magazine; 
sometimes, though seldom, both Leslie and her sister would flip through the magazine for 
pictures. Overall, the Jungs’ children had minimal contact with the Chinese media.
In the Mas’ home, Nathan watched Cantonese Chinese television shows. There 
were Chinese books, but most of these were intended for adults and consequently, they 
were too difficult for the children to read and comprehend. There were newspapers and 
magazines in Cantonese Chinese as well, and older brother Alvin would often read 
articles on trends for technological products. The pictures from these magazines certainly 
attracted him. When he did not understand certain words or phrases, he would approach 
his parents to find out what the specific words and/or what the overall article meant. 
Nathan, as the younger of the two, had yet to show an interest in reading Chinese 
material. Aside from Cantonese Chinese television programming, which the family often 
watched together, the Mas’ children were also exposed to regular Cantonese Chinese
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input when their parents listened to Cantonese Chinese radio programming while driving 
in the car.
In the Gus’ home, Leonard watched Cantonese Chinese television programming 
in the form of daily news and in cartoons. He also listened to Cantonese Chinese radio in 
the car during the commute with his parents. He mentioned that he sometimes used his 
Cantonese Chinese skills when visiting Chinese restaurants.
The exposure of these three students was similar to the other student participants 
of this study. As highlighted in Table 1, student participants had more contact with 
media in the form of television and audio programming than with print Chinese media.
Exposure within the Faith Community
: : Leslie did not belong to a faith community. For Nathan, his family’s dedicated ;
involvement with a local Chinese Anglican Church provided plenty of opportunities for 
him to learn and practice his Chinese, both within the home and the community settings. 
Nathan talked to his parents’ his parents’ friends, and sometimes, his Chinese friends’ 
parents in Cantonese Chinese. At church, Nathan remarked that those who attended were 
“all Chinese”. In the past, it was necessary for one to know Chinese to attend worship, 
but as observed by Nathan,,“there’s English worship and Chinese worship” now, and the 
Mas family usually attended the English worship. Even during Sunday school, the 
program was taught in English. However, when communicating with other individuals 
within a social setting in the church, Nathan usually spoke Cantonese Chinese, especially 
to those who were older. Every weekend, the family attended services together, and they 
listened to and sang hymns together throughout the week. The hymns were in Cantonese 
Chinese, Mandarin Chinese, and English. This consistent exposure, in conjunction with
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Table 1
Students' exposure to Chinese media outside o f the Cantonese Chinese IL Program 
setting
Statements Strongly Agree Neutral Disagree Strongly
I read in Chinese (e.g. 1 0 0 5 1
newspaper, books, blogs, etc.) in
my own spare time. (Any
reading material that is school-
related does not fall in this
category.)
I write in Chinese (e.g. journal, 1 0 2 3 1
blog, etc.) in my own spare 
time. (Any writing that is done 
for school purposes do not fall
in this category.) __
I watch Chinese television 1 2 3 ‘ 1 0
series/movies/news in my spare
time.
I listen to Chinese music, talk 3 2 0 2 0
shows, and/or radio in my spare " ;
time.
the repetition of hymns’ lyrics, was an excellent opportunity for Nathan to practice his 
listening, singing, and to a certain extent, reading and character recognition skills. 
Leonard also attended church on a regular basis as well. In this church, mass was 
conducted in Cantonese Chinese, English, and Mandarin Chinese. Leonard, along with 
his parents, attended the English mass. Similar to Nathan’s experience, Leonard’s 
Sunday school program was also taught in English.
Agree Disagree
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Strategies Used by Parents
Leslie Jung and her mother Lynda visited the public library adjacent to the 
Cantonese Chinese IL Program site on a regular basis. Lynda found this particular public 
library to have “a really good selection of books that [were] in Chinese and in English.” 
Both Lynda and her husband tried to get Leslie to read “every week for the exposure.” In 
addition, since Mr. Jung often conducted business in Hong Kong, he frequently brought 
back with him various elementary school material books with relatively easy characters 
for the children; this was part of the children’s at-home Chinese language learning 
curriculum. The Jungs also celebrated many Chinese-related festivals as a family, such 
as Chinese New Year, Duanwu Festival, Ching Ming Festival, and many others.
Through festival celebration, the Jungs hoped to instill in their children a sense of 
curiosity and interest in the Chinese culture.
These library visits were particularly important for providing extra exposure of 
age-appropriate Cantonese Chinese reading material for Leslie; Lynda found the Chinese 
newspaper too difficult for a grade five to comprehend, and in addition, Leslie showed 
little interest for the contents of the Chinese newspaper, but had a strong passion for 
cultural history, as well as arts and crafts, and culinary wonders. At the time of the • 
interview, Lynda began learning Chinese cooking from Leslie’s great-grandmother so she 
could pass on these culinary; skills to her daughter in the future. Such interest in various 
cultural components illustrated Leslie’s attitude towards the Cantonese Chinese culture 
and language. Lynda seized this teaching opportunity in hopes of further heightening her 
daughter’s desire to learn about the Chinese language and culture.
In working with Leslie’s learning disability, where she had difficulty memorizing 
characters and the way they were written, Lynda would describe the characters. Take the 
Chinese character for “man”/ A for example, Lynda would first draw a stick person so
Leslie could see what that looked like, “because she need[ed] to see visually what the 
character look[ed] like, and understood] the background” before she would go “‘OH!...I 
see the man’” and recognized how the actual writing could be related back to the picture.
When Nathan and his brother were growing up, their parents simply pretended 
they did not speak English at all; as a result, whenever the children spoke in English to 
them, mom Danielle would say “mommy doesn’t quite understand.. .can you say that in 
Chinese?” The children would then repeat and translate these sayings into Cantonese 
Chinese for their parents. However, as they grew older, they eventually discovered that 
Dennis and Danielle did indeed speak English, so this trick no longer worked. This 
strategy worked better for Dennis and Danielle’s elder son, Alvin, than it did with 
Nathan. This was attributed to the fact that when Alvin was growing up, there was no 
one in the household aside from Dennis and Danielle, so if Alvin was to communicate 
with anyone in the home, he would have no choice but to use Cantonese Chinese; 
however, when Nathan was growing up, even though he still had to communicate with 
his parents in Cantonese Chinese, he would communicate with Alvin in English. 
Additionally, prior to their starting kindergarten, Dennis and Danielle only showed 
cartoons in Cantonese Chinese to the children; as they reasoned, “if [they] want to watch 
it, [they] have to understand [the language].” At home, Nathan would sometimes pick up 
the Chinese newspaper and observe the pictures. Sometimes, his curiosity would lead 
him to make further inquiries about the meaning of the picture and the related article with
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his parents. Father Dennis noted that this was a more frequent occurrence with his elder 
son Alvin as he found Nathan to be a little less proactive in terms of learning the 
Cantonese Chinese language. He reflected that sometimes, when he found articles that 
might be of interest to Nathan, he would bring them to Nathan’s attention; this strategy is 
one that my own father used with me and my sister for the past decade.
Summary
(
This chapter has examined the results of document analysis, classroom 
observations, semi-structured interviews, and student questionnaires in order to gain a 
comprehensive understanding of how Cantonese Chinese IL Programs contribute to 
Chinese language maintenance in Canada for second-generation Chinese Canadians.
Findings presented in this chapter demonstrated that provincial and federal level 
language and education policies do, to a certain extent, positively impact the Ontario’s IL 
Programs; however, if  these policies were to be more current with educational research to 
reflect the changing demolinguistic needs of its students, they would benefit Ontario’s IL 
Programs, teachers, and students even more. Pedagogies within the IL classrooms vary 
between teachers. My classroom observation of the teachers and students in two junior 
Cantonese Chinese IL classrooms found pedagogies that engaged students in meaningful, 
interactive learning activities to be the most appropriate. The element of culture in 
language teaching was also evident. Overall, all participants of this study demonstrated 
positive attitudes towards the maintenance of Cantonese Chinese as an international 
language in the Canadian context. To supplement the IL Program teaching, parent 
participants also tried to integrate Cantonese Chinese teaching into their lives as much as 
possible in the hope of fostering their children’s Cantonese Chinese learning. Since this
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study produced a large quantity of research findings, the next chapter will only discuss a 




CHAPTER 5 -  DISCUSSION 
' . ' ■: . Overview ■
Of the many interesting points of discussion raised in this study, I will discuss 
three. This chapter begins with a micro discussion point where it discusses teaching 
pedagogies and their potential link to students’ attitudes towards Cantonese Chinese ; 
language learning; this is followed by a critical look at the overall International Language 
Program and why it is not very effective for today’s Canadians; finally, it switches to a 
macro view when it discusses how Homberger’s continua of biliteracy is appropriate for 
this study and how it could be further improved to explain some of the phenomena.
Teaching Pedagogies and their Potential Link to Student Attitudes towards 
Cantonese Chinese Language Learning j
As noted in the findings chapter of this thesis, I was approached by a few students 
during break time, indicating their dislike of Cantonese Chinese classes. Since these 
students and their parents never consented to participate in the study, they were not 
formally observed nor interviewed; however, during classroom observations, it was 
obvious that there were a handful of students who showed disinterest in the IL class 
through their overall lack of participation and disruptive behaviour. What is the most 
interesting is that these seemingly disinterested students were all from teacher Yasmeen’s 
class. I am by no means suggesting that Yasmeen is the reason why these students are
disinterested in Cantonese Chinese learning, it certainly leads one to ask the question of
£
whether students’ attitude towards a language -  in this case, Cantonese Chinese -  could 
potentially be influenced by the pedagogies of the teacher. .
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As shown in the findings, which indicated that the two teachers took on a 
somewhat different approach in their Cantonese Chinese teaching, it was also observed 
that in both of the classrooms, the listening and speaking components triumphed in 
importance over the writing and reading components of the Cantonese Chinese language. 
This simple observation eliminates the potential factor of students being disinterested in 
Cantonese Chinese language learning as a result of difference in overall curriculum 
emphasis, as both teachers emphasized similar aspects of the language throughout their 
lessons. The next possibility would of course be the overall attitude of the students and 
their families towards Cantonese Chinese language learning and its overall value. Since 
these students did not formally participate in this study, there was no way to find out 
what was the family’s role in the students’ disinterest; however, the nature of the study 
and the data collected permit the discussion of whether the teaching pedagogies played a 
role.
The independent and whole-class learning approach employed by Hong-Kong- 
trained Yasmeen is quite different from the independent and collaborative learning
v
approach employed by Ontario-trained Kalista. From an adult perspective, both teachers 
incorporated interesting, interactive learning activities throughout their lessons; however, 
from a student perspective, all of these activities might not be indeed relevant and 
meaningful. It is not probable that every single learning activity will be well-received by 
all students, and this study did not investigate whether the teachers conducted informal
i
class discussions and pre-learning assessments at the beginning of the year to find out 
more about their students’ interests, strengths, and weaknesses; nevertheless, such an 
approach would be beneficial in guiding teaching practices and lesson activities that
would appeal to students’ desire to learn Cantonese Chinese. This whole probing process 
could indeed be transformed into a learning activity in and of itself where students, under 
the teacher’s direction and guidance, create their own Cantonese Chinese learning games 
that allow for the practice of a chosen set of vocabularies, pertaining to their writing, 
reading, and their overall pragmatic usage.
As to what kind of pedagogies best facilitate the learning of Cantonese Chinese, 
or that of a second language in general, the answer would be pedagogies that engage and 
stimulate students’ interest and desire to learn (Lightbown & Spada, 2006; Snow, 2006). 
This also aligns with Kincheloe and Steinberg’s (1993) theory of cognition in stating that 
students must be able to incorporate what they have learned from school into their own 
lives, and thereby reinterpreting their lives to uncover new meanings and talents; 
otherwise, schooling remains nothing more than a “rite of passage into adulthood” (p. 
301). It is critical for parents and teachers alike to align their lessons and teaching 
strategies with the interests of the students. This demonstrates to the students that their
needs are taken into consideration during the lesson planning process, and this is also
\
likely to result in lessons and teaching materials that students find more easily relevant 
and useful in their everyday lives.
Both teacher participants considered the textbook to be a helpful resource guide 
that supplemented their Cantonese Chinese lessons, but they found the textbook alone to 
be inadequate for the teaching of Cantonese Chinese to their students. For teacher 
Yasmeen, a Hong Kong-trained veteran music teacher of more than one decade, her 
classroom consisted of a mix of independent and whole-class learning. To compensate 
for the inadequacy of the textbook, Yasmeen used the overhead, the blackboard, and
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handouts to illustrate various concepts and pictures to students. Her overall teaching 
style consisted of mostly teacher-led instruction, through the incorporation of teaching 
strategies such as the memorization and recitation of text as a means to review material 
previously taught, teacher-led learning discussions, traditional dictionary activity with 
radicals and strokes, as well as learning through song. Though these activities were not 
entirely of the transmission approach as stereotyped for many foreign-trained teachers, 
her teaching style did contrast with that of the Ontario-trained Kalista.: ^
For teacher Kalista, an Ontario-trained secondary mathematics teacher, her 
classroom consisted of a mix of independent and collaborative learning. To compensate 
for the inadequacy of the textbook, Kalista used the blackboard, handouts, and her own 
laptop to engage and motivate students. Her overall teaching style included student- 
centered and task-based instruction; however, it is interesting to note that her primary 
language of instruction was English, which undermines the overall goal of task-based 
instruction: to expose students to the target language through the completion of tasks 
(Brown, 1994; Skehan, 2003). Instructional strategies that Kalista used in her classroom 
included a personal dictionary where students recorded new vocabulary, blackboard tile 
activities where students could practice writing Chinese characters infinite number of 
times within a restricted time period, games, as well as the watching of Cantonese 
Chinese cartoons; all of which better reflect the constructivist method of teaching in 
Ontario’s mainstream classrooms (Brooks & Brooks, 1999).
I observed a teaching style that placed more emphasis on active learning in 
Kalista’s classroom than in Yasmeen’s classroom. Providing a clear link of relevance 
between the textbook material and students’ everyday lives also seemed to have a
positive impact on engaging and appealing to the students. As illustrated by the students’ 
responses in the student questionnaires, where students uniformly saw the value in 
earning and knowing the Cantonese Chinese language, this pedagogical approach was 
critical in fostering a sense of importance and an overall positive attitude towards the 
Cantonese Chinese language.
This leads to the next discussion point to further explain the phenomenon of 
disinterested students. By stepping away from the interpretation that the teachers’
1 eaching strategy was the reason behind this indifference, the next point examines the 
possibility that perhaps the IL Program is simply not meeting the needs of today’s 
Canadians, and that, as opposed to the pedagogies, is the real reason behind why students 
are not as inclined and interested to learn a second language.
A Critical Look at the Ontario International Language Program 
As mentioned in the previous discussion point, where I suggested that the 
eachers’ pedagogy contributed to students’ overall disinterest in the learning of
Cantonese Chinese, this section contends that the main culprit may actually be the
\
obsolete International Language program itself. Given the changing student 
demographics since the inception of the HL Program in 1977, it is important to recognize 
hat the IL Program is no longer providing first-language instructions to promote first- 
anguage maintenance; rather, it is to provide students with the opportunities to learn a 
second language and culture. The IL Program needs to reflect this change in student
i
demographics by adapting to their learning needs. As Lightbown and Spada (1999, 2006) 
lave noted, first language acquisition is a process quite different from that of second 
anguage acquisition. Teachers of the IL Programs should be familiar with and
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comfortable in the utilization of second-language-appropriate, as opposed to first- 
language-appropriate, teaching strategies and pedagogies., The dated infrastructure of the 
IL Program also needs to change in order to more effectively fulfill its overall mandate of 
providing classes to minority children for the promotion of self-esteem and a deeper 
understanding of their cultural and linguistic backgrounds.
The Teacher Hiring Process
Furthermore, at the school board in which this study was conducted, the current 
hiring practice does not evaluate teachers’ second language pedagogy skills, it only 
ensures the teachers’ proficiency in the target language, but even then, this evaluation is 
rather subjective as it is determined by a community member. As suggested by Snow 
(2006), the assumption that a person can teach a language if (s)he is proficient in the 
target language is ill-informed and has no merit. This is as if to say that the hiring of 
elementary and secondary school teachers within the mainstream school system only 
involves a subjective evaluation of the individual’s communication abilities in English, 
where their teaching, lesson planning, classroom and student management abilities are 
irrelevant and are therefore not taken into consideration during the hiring process. This 
certainly is not logical and would likely result in an uproar among the parents and the 
general public. 'Yet somehow, such sub-par standard and lack of provision in teacher . 
hiring are acceptable for the minority students who seek to leam another language? The 
Ontario Ministry of Education certainly owes these students and parents an explanation
i
for its lack of provision in terms of teaching and teacher standards, as well as the limited 
resources and funding.
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It is imperative for IL teachers to be skilled in pedagogies that are specific to 
second language learning and teaching, in addition to their being proficient in the target 
language -  in this case, Cantonese Chinese. The simple fact that a person is proficient in 
a language does not make the person a good teacher candidate of said language.
The Teaching and Learning Resources
For this particular Cantonese Chinese IL Program, each student is provided with a 
black and white Cantonese Chinese textbook and a black and white Cantonese Chinese 
exercise book, which corresponds to the content of the textbook. The textbook and 
exercise book are undoubtedly useful in providing a critical guide for the teachers, 
students, and parents alike in terms of the material that the program aims to cover and 
teach, particular for the elementary sector of the IL Program where Ontario Ministry 
documents are not available to outline the learning outcomes and expectations. Yet as the 
two teacher participants stated, some of the passages and lessons in the textbook are not 
entirely relevant to today’s Chinese Canadians. The lack of pretty, colourful pictures 
within the text make Cantonese Chinese learning less appealing and interesting to the 
students, particularly at the elementary level. If the textbook included relevant, full 
colour pictures, comparable to mainstream classroom norms, students would be able to 
transfer and utilize some of the skills acquired during regular school into the Cantonese 
Chinese IL classroom.
While the textbook and practice resources provide complementary support for 
students’ Cantonese Chinese learning, the two teacher participants of this study found it 
to be insufficient to meet the needs of their primarily second-generation Chinese 
Canadian students. Of the different activities observed in the two classrooms, it was clear
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that both teachers did not rely solely on the textbook for Cantonese Chinese lesson 
planning and teaching. In the case of Yasmeen, she picked specific contents from the 
textbook to guide her lessons. In Kalista’s class, she employed the teaching strategy of 
scaffolding to create mini lessons, which built onto the main focus of the actual lesson -  a 
lesson based on the textbook. Yasmeen’s lessons did follow the textbook more closely 
than Kalista’s lessons.
Overall, due to limited access to technological resources such as computers and 
wireless internet, along with the difference in the two teacher participants’ professional
teacher training, both teachers employed different pedagogies and teaching strategies for
*•
a group of Cantonese Chinese students with similar demographics.
Attending School on Saturdays
When IL Program classes are held on Saturdays rather than within the regular
school schedule, as is the case with the selected Cantonese Chinese IL Program, they can
utilize the empty school facilities that would have otherwise been left vacant. This
efficient use of facility resources is definitely an advantage to holding IL Programs over
the weekends. Another plus side is the ease in scheduling for both the administrators and
the parents; administrators will have less issue in the scheduling of room allocation
without having to juggle with the regular classes, while parents, as noted by Lynda, will
> (
not have to rearrange their children’s afterschool extracurricular activities schedule 
throughout the week to accommodate for weekday after-school IL classes. .
This setup, however, also has its disadvantages. The two-and-a-half hour classes 
each week provide students with once-a-week Cantonese Chinese language exposure 
within the formal classroom setting. During the two-month research period, these weekly
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classes were frequently interrupted by occasions such as Professional Development day, 
family day weekend, and March break. With the classes held on a weekly basis, one 
weekend off translates to a two-week break in-between IL classes, and two consecutive 
weekends off means a three-week gap between IL lessons. The fact that these IL classes 
are held on a weekly basis already limits students’ overall exposure to language input and 
output opportunities within a formal classroom setting. These frequent breaks only 
prolong the period between weekly exposures. The integration of IL classes into the 
regular school day would provide students with more consistent exposure to the language 
and, according to researchers such as Ballinger and Lyster (2011), this would also ,> • 
increase the likelihood that students retain what they have learned for longer. As my 
findings have indicated, teachers currently spend approximately one-third of each IL 
class reviewing previously taught material. This can seem dull and cumbersome for 
some students who are already not as interested in the language as others;:
In the case of integrated IL classes, even when there is a break for Professional 
Development or other statutory holidays, a break will never be more than a few days 
before students resume their Cantonese Chinese instructions again. This integrated 
model certainly reaps more benefits for the overall student language learning experience 
than the current weekend model.
As reported in the findings, some students expressed resentment towards the 
notion of having to attend Cantonese Chinese classes on Saturdays. They felt that / 
Saturdays should be reserved for leisurely activities. From other data collected, it was 
obvious that these students had a positive attitude towards learning Cantonese Chinese; 
nonetheless, they felt robbed of their free time because other students only had to attend
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school during the regular school week whereas they had to put in one extra day each 
week to learn Cantonese Chinese. This observation could be extrapolated to other 
students, such as those who did not have as positive an attitude towards Cantonese 
Chinese learning as the student participants; one could only imagine how this resentful 
feeling would intensify among those students. This could, in turn, result in an even more 
negative attitude towards Cantonese Chinese learning, developing into a positive 
feedback cycle.
Hornberger’s Continua of Biliteracy Framework in Relation to this Study
Given the two-fold purpose of this research study, Homberger's (2003) ecological 
framework continua of biliteracy suits this study well as it accounts for and explains the 
broad scope as intended by this research design. Homberger's (2003) continua of 
biliteracy model explores the three themes of language evolution, language environment, 
and language endangerment. These three major themes encompass both the formal 
(classroom) and informal (home and community) dimensions that this study seeks to
capture. The language evolution theme examines the role of the Cantonese Chinese
\
language in the Canadian setting, where English and French are the official languages. 
The language environment theme provides a back bone for analyzing the use of the 
Cantonese Chinese language in Canada and how its use is affected by socio-political and 
economical policies, as well as overall language ideologies and attitudes, both in Canada 
and worldwide. The language endangerment theme illustrates the possibility of the 
Cantonese Chinese language becoming endangered in the diaspora due to inadequate 
resources and support from its surrounding environment; it also explores the factors that 
may contribute to this endangerment by looking at the perceived importance of
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Cantonese Chinese in relation to English and Mandarin Chinese. This continua of 
biliteracy model also provides a foundation for drawing tentative conclusions and making 
recommendations for how to improve Cantonese Chinese language maintenance efforts 
in Ontario, Canada. These recommendations are presented in chapter 6 along with the - 
conclusion of this study.
Language Evolution
Though the Ontario educational policies do promote second language education, 
in the form of IL Programs, students’ heritage language is not a part of the mainstream 
school curriculum. In other words, Ontario’s position falls somewhere along the 
assimilationist-pluralist continuum under the context for biliteracy in Homberger’s 
framework (2003). In fact, since the IL Programs are held in such a marginalized 
position (i.e., offered outside of regular school hours; “borrowed” space issued as 
classrooms), international languages are very much,excluded from the official school 
context, where students’ knowledge of their languages and cultures are left outside of the 
official school setting. Given such circumstances where minority students’ languages 
and cultures are undervalued and are restricted to the personal, familial, and community 
settings, students are likely to develop biliteracy in the country’s official languages as 
opposed to their own heritage language (Feuerverger, 1997).
The Cantonese Chinese language in Canada is not as threatened as other 
languages in other countries, as in the case of Gujerati in the United Kingdom (Martin- 
Jones & Bhatt, 1998). Though Ontario students are granted limited opportunities to 
attend IL Programs, this provision is simply inadequate. Essentially, when the second- 
generation Chinese Canadian students are communicating, it is often a mix of English
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and Cantonese Chinese, or “Chinglish”, where English occurrences are sometimes 
interjected with Cantonese Chinese words or phrases. As shared by the student 
participants in the findings, students’ Cantonese Chinese usage is limited to the personal, 
familial, and community settings; in a sense, this alludes to the limited opportunities they 
have in receiving comprehensive language input from and producing comprehensive 
output in their surroundings. When students are not provided with the essential quality 
support, resources, and opportunities to use the Cantonese Chinese language, it can lead 
to the endangerment of the language. Although the student participants saw great value 
in knowing the Cantonese Chinese language and culture, I observed that this was not 
necessarily the case for all students. For students who showed limited interest in the 
Cantonese Chinese language and culture, as indicated by their lack of interest in 
combination with the marginalizing circumstances described above, language 
endangerment would likely to be more prevalent as these students did not see the context 
in which they could apply their Cantonese Chinese language and cultural knowledge. 
Language Environment
The parent participants of this research study demonstrated great pride in the 
Cantonese Chinese language and culture. They valued the learning of Cantonese 
Chinese, in conjunction with the learning of English, as they believed in the benefits of 
bilingualism. These parents facilitated their children’s quest for bilingualism by sending 
them to the Cantonese Chinese IL Program on Saturdays, modeling language behaviour 
at home by speaking Cantonese Chinese to each other and to the child, and making 
relevant Cantonese Chinese resources available during their day-to-day lives. Aside from 
the learning of the Cantonese Chinese language, the parents also saw the learning of the
Cantonese Chinese culture as a vital part of their child’s life and identity. In both sets of 
parents, they identified themselves as Chinese Canadians; they associated knowledge of 
the Chinese language and culture with their identities, and ultimately, their child’s 
identity. In essence, the parents wanted their children to learn about their roots and who 
they really were. Furthermore, both sets of parents regarded the knowledge in the 
Cantonese Chinese language as a critical piece in bridging the gap between the younger 
and elder generations. Their positive attitude towards the learning of both Cantonese 
Chinese and English was transparent to the researcher and, likely, their child.
With the same intentions but through different means, the small group of 
dedicated parents involved in the non-mandated Parent Council demonstrated their 
positive attitude through their desire for active involvement in their children’s Cantonese 
Chinese education. Though time did not permit the researcher to conduct interviews with 
members of the Parent Council and to attend the Parent Council meetings, these parents’ 
involvement in such an organization suggested that they valued their children’s 
Cantonese Chinese education, and they took initiatives to work with the IL Program 
administrators and other like-minded parents to enhance the students’ overall Cantonese 
Chinese learning experience. Their having a booth in the “night market” event, where 
members of the Parent Council wore traditional Chinese clothing and interacted with 
students, also fostered a sense of pride and belonging for students and staff alike. These 
parents’ involvement with the Parent Council reflects a radiantly positive attitude towards 
the Cantonese Chinese language and culture.
The overwhelmingly positive parental attitudes observed in this research study 
contrasted with that of the overall society as parents encouraged and fostered the
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students’ learning and acquisition of the Cantonese Chinese language, while society at 
large did not. This, in turn, created a positive language environment at least at the home 
setting which, as mentioned earlier, remained one of the few places that students were 
likely to be exposed to comprehensive input and output opportunities to participate in 
meaningful discourse.
The lack of resources was not limited to the government’s inability to produce 
relevant guidelines for IL teaching. This was further magnified in the lack of ;i . 
professional accreditation of the teachers and the lack of physical space; all of these 
issues inherently stemmed from financial resources, or lack thereof. Fundamentally, the 
Ontario government promoted the learning and teaching of heritage languages, however, 
findings on the overall lack of provision and resources suggested that this effort was half­
hearted. Since students and teachers were not participating in a fruitful, full-fledged 
program that was integrated with mainstream schooling, with its own physical classroom, 
its existence has yet to be legitimized and its value has yet to be affirmed within the 
Canadian society. As supported by the findings on the overall lack of curriculum 
documents at the elementary level and yet its mandate to provide minority language 
education through the IL Programs, society appeared to have an undecided kind of 
attitude towards heritage languages. It is neither moving forward with the times nor with 
the research available to better facilitate a program where students can be proud of their 
learning another language other than English or French.
In this study, the grade five student participants did not seem to recognize 
society’s indecisive attitude. This might be attributed to the fact that at the tender age of 
ten, students were likely to take issues at face value and they should not be expected to
make inferences about social phenomena. If society had a more definite attitude towards 
the heritage languages and truly embraced heritage languages as a key player in 
promoting a sense of identity, respect, and appreciation among Canadians, whether they 
be of a minority background or not, it would integrate these classes into the mainstream 
school system. Naturally, the resentful feelings of attending Cantonese Chinese classes 
on Saturdays would also be eradicated or, at the very least, diminished.
At the selected Cantonese Chinese IL Program site, its classes were conducted in 
vacant classrooms of a regular secondary school over the weekends. If society did indeed 
value the teaching of heritage languages and genuinely believed in the importance of f 
heritage language learning, students and teachers would have access to the same 
resources, in the form of relevant textbooks, exercise books, learning technology, 
accommodation and remediation for those who have special learning needs, etc., all of 
which could be found within the regular secondary school. This, unfortunately, is far 
from the truth. Signs posted by the regular school teachers could be found throughout the 
classrooms, asking the IL teachers and students to not remove written notes from 
blackboards, not to rearrange furniture, and not to touch the computers. Needless to say, 
this did not create the most welcoming learning environment. It should not be surprising 
at all if  some of the students, or even teachers, felt inferior and marginalized by such a 
surrounding, because as a researcher of a minority background, I felt the same way. This
feeling of intimidation was entirely contrary to the positive goals intended for the IL
*




In such a language environment, where the Cantonese Chinese language is 
constantly battling with Canada’s official languages -  English and French, the future of 
Cantonese Chinese, and other minority languages, remains uncertain. Society needs to 
take a firmer stance for what it strives to promote through the IL Programs, which its 
policies fundamentally support. i ■ >:
Language Endangerm ent
Of the three themes outlining Homberger’s continua of biliteracy framework 
(2003), the language endangerment theme is the only theme that is not entirely applicable 
to the Cantonese Chinese language as a whole. At 55 million speakers, it is unlikely that 
the Cantonese Chinese language will become endangered in the near future (Lewis,
2009). However, given the governmental policies in China and countries such as Canada, 
along with the reality of an English-dominated world where Mandarin Chinese is fast 
approaching a comparable domination status, there is a real possibility of language shift 
for the Cantonese Chinese language outside of Hong Kong and parts of China (Liang, 
2003; Wang, 2010).
\ .
• Though many different dialects exist for the Chinese language, the Chinese 
government seeks to promote national unity by strongly pushing for the use of Mandarin 
Chinese as the country’s official language; in essence, it is promoting homogenization 
and assimilation among its 1.3 billion people (Rosenberg, 2010). Such policy, ■ ; : 
unfortunately, affects those currently residing outside of mainland China as well. On the
i
world stage, Cantonese Chinese’s social status is limited as it is often viewed as 
subordinate to the world languages such as English and, to a certain extent, Mandarin 
Chinese. Within predominately Cantonese Chinese-speaking communities such as Hong
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Kpng, people’s ideologies reflect this language social status as well. Parents are eager to 
enrol their children in English-medium education and/or Mandarin-medium education as 
they view these languages as the language of formal education and thereby of access to 
socioeconomic mobility and power (Homberger, 1988; Wang 2010). The encroachment 
of English and Mandarin Chinese on Cantonese Chinese is undemocratic but a reality, 
and it contributes to language shift among its Cantonese Chinese speakers living in the 
diaspora.
Homberger’s ecological framework on biliteracy can be further expanded to 
include languages that are not necessarily on the verge of experiencing language 
endangerment or language death. By modifying the framework to include languages 
more robust than Quechua, such as Cantonese Chinese, it can then also account for 
phenomenon such as language shift either for individuals within the native-speaking 
country or for those living in the diaspora outside of the native-speaking areas. Perhaps, 
it could introduce another aspect to its continuum, one that complements the three
different themes defined in its original theoretical model, as an extension to the existing
\
continua of biliteracy framework. The existing four continua built upon the contexts, 
development, content, and media of biliteracy, which account well for the first two 
themes of the continua of biliteracy framework -  language evolution and language 
environment. However, an addition such as the reinforcement of biliteracy, which 
includes a continuum between language revival and language death, could be a dynamic
i




Education is one of many factors that contribute to the language maintenance- 
language shift phenomenon, but it is not the only factor. At the micro level, the teaching 
pedagogies utilized within the Cantonese Chinese language classrooms could potentially 
influence students’ attitude towards the learning of the language. This phenomenon is 
compounded by other factors such as the policies governing the overall infrastructure of 
Ontario’s International Language Programs. All of these factors, along with society’s 
ideology and attitude towards the learning and maintaining of a second language that is 
not one of the country’s official languages, contribute to the bigger picture at the macro 
level, corresponding to the overall themes of language evolution, language environment, 
and language endangerment within Homberger’s continua of biliteracy framework. 
These different components suggest that while education is important in language 
maintenance efforts, particularly for those who are of minority status in society, other 
factors must align themselves in order to prevent language shift and promote language 
maintenance for minority languages both at the societal and global levels.
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CHAPTER 6 -  CONCLUSION 
Study Summary
This research study investigated the relationship between IL Programs and the 
Cantonese Chinese language maintenance of second-generation Chinese Canadians in the 
province of Ontario. The overall purpose was to investigate the relationship between IL 
Programs and heritage language maintenance of second-generation Chinese Canadians in 
Ontario, Canada. To achieve my purpose, I examined the following: how education and 
language policies influence IL Programs, the kind of teaching methodologies that best 
facilitate and engage students in Cantonese Chinese learning, the role of participants’ ; 
attitudes to Cantonese Chinese language and cultural maintenance in the overall language 
maintenance effort of the Cantonese Chinese language within the Canadian setting, as 
well as the kind of strategies and resources used within the home to facilitate the learning 
and maintenance of Cantonese Chinese.
A total of fourteen individuals from a Cantonese Chinese IL Program site 
participated in this research study. The two program administrators, two teachers,.three 
parents, and seven students shared their personal stories and experiences to paint a picture 
that depicted and illustrated the role of the government, the school, the family, and the 
community in the language maintenance phenomenon. Work by researchers such as 
Lambert (1975, 1977, 1981), Homberger (2003), Wong Fillmore (1991, 2000), and 
Cummins (1978, 1986, 2009) laid the foundation upon which this study was constructed.
t
Lambert’s (1975, 1977, 1981) research on the role of attitude in language acquisition, 
along with the two language ideologies -  additive and subtractive bilingualism -  
presented in his work aligned with and provided the background for this study; these
ideas also served as a starting point for the discussion of some of this data yielded by this 
study. Homberger (2003)’s ecological framework -  continua of biliteracy -  introduced 
and mastered the idea that nothing, not even language learning, happens in isolation.
This provided a clear direction for me as the researcher, guiding me to create a study that 
examines language learning and language maintenance at a deeper level, in relation to the 
overall language environment. The work of Wong Fillmore (1991, 2000) and Cummins 
(1978, 1986, 2009) fleshed out the research study; Wong Fillmore’s work on the 
importance of familial factors in language maintenance and Cummins’ work on learner 
identities and metalinguistic abilities all contributed to the design of this research study 
and guided the overall research questions asked.
The study’s overall research design was that of a qualitative nature; in other words, 
it sought to explain the language maintenance phenomenon in depth. The study was 
designed as an ethnographic case study, where a selected number of individuals directly 
involved with and affected by the language maintenance phenomenon participated in the
study by being in their natural setting. The researcher utilized methodological tools such
\
as semi-structured interviews, in-class questionnaires, and classroom observations to 
gather in-depth data on participants’ behaviours, attitudes, and perceptions towards the 
Cantonese Chinese language, its learning, and its teaching. The stories, experiences, and 
insights collected through this study provided valuable, in-depth data that were specific to
this case study. Nonetheless, based on the trends observed and the insights shared,
*
inferences could be made to benefit the language maintenance of other foreign languages, 
aside from English and French, here in Ontario and Canada.
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Based on the data collected, it can be said that the Cantonese Chinese IL Program 
does indeed contribute to the overall Cantonese Chinese language maintenance of 
second-generation Chinese Canadians in Ontario. The incorporation of cultural aspects 
into the language lessons improved students’ overall interest in Cantonese Chinese 
language and culture. While language policies at the federal level promote official 
bilingualism, educational policies at the provincial level promote the learning and 
maintenance of minority languages through IL Programs. Findings on the lack of 
teaching and learning resources suggest that in theory, these provincial policies support 
the teaching and learning of minority languages in Ontario. In reality, however, there are 
few resources and little professional support for IL teachers. The province of Ontario 
took a forward-looking stance in the second language provisions when it introduced the 
HL Program back in the late 1970s; however, for more than three decades, the design of 
the IL Program and the province’s overall efforts to promote minority language learning 
has remained stagnant. This indifferent attitude and lacklustre effort cannot be justified 
given what is at stake for its students -  learning another language and gaining 
understanding of one’s roots. r. !
. Limitations
■ Due to the time constraints of this Master’s thesis, I was unable to observe a
session of the Parent Council meeting and to interview members of the Parent Council at
the Cantonese Chinese International Language site. Additionally, students had a week
*
off immediately after the session during which I explained the study and distributed 
consent forms. This may have contributed to the lower than expected student 
participation rate as some students may have forgotten to approach their parents about the
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study over the two-week break. The fact that only three students consented to participate 
in the semi-structured interview prevented me from selecting from a group of potential 
student participants who are all second-generation Chinese Canadians. Finally, although 
there were three student participants for the semi-structured interviews, not all three of 
the respective parents participated in the semi-structured interviews.
Recommendations
At the Government and School Board Level
The Ontario government and the Ontario Ministry of Education need to work 
more closely with provincial school boards that are currently providing IL Programs to 
ensure a provincial standard of quality second language education. To begin, the Ontario 
government should develop a curriculum framework at the elementary level to guide IL 
programming across the different languages offered. Such a document need not be 
language-specific; however, it should provide a guideline for IL teachers by clearly 
detailing the overall and specific expectations of the course at each grade level, as well as 
some recommendations regarding common second language teaching pedagogies. The 
existence of such a document would provide a blueprint for school boards to better guide 
the existing province-wide IL Program. It would also ensure continuity in language 
learning skills between grade levels. Furthermore, it would serve to inform parents about 
what they can expect from the students’ participation in the International Language 
program.
Second, I recommended that IL Programs become a part of the mainstream school 
curriculum. This could be achieved through integration of the program into the regular 
school day, both at the elementary and secondary level. Finally, school boards need to
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ensure that not only must IL teacher candidates be proficient in the target language; they 
must also possess and demonstrate relevant second language teaching skills. Teacher 
education training, perhaps through provincial accreditation programs and professional 
development opportunities, would be beneficial. This form of education would also 
result in IL teachers having a higher status and enjoying greater prestige.
Inside the Classroom
IL teachers should use pedagogies that are appropriate for second language 
teaching. Teachers should also gauge students’ interests, strengths, and weaknesses when 
planning language lessons. Most students find culturally-relevant material such as arts 
and crafts during special festivals to be a fun, interesting addition to the typical 
International Language school day. . ,
For textbook selection, aside from including colourful and relevant pictures and 
diagrams, a “pinyin” section could also be added at the back of the textbook as an 
appendix. This “pinyin” section would provide students with the correct way to sound 
out the characters from each of the lessons in the text, and this would be very beneficial 
for students during the early stages of learning the Cantonese Chinese language. Where 
resources are available, teachers could integrate the use of technology into their 
instruction repertoire to increase students’ interest in the subject. This could also be used 
as a revision and enrichment tool throughout the week when classes are not being 
conducted where students can go onto an online community and participate in meaningful 




Parents should model the language behaviour they expect from their children.. 
They should encourage the use of multiple languages, as opposed to only English, within 
the household. Similar to the IL teachers, parents should observe and be in tune with 
their children’s interests, so that they could foster an engaging language learning 
environment within the home. Where appropriate, parents could also integrate the use of 
technological gadgets to make language learning more fun and relevant to their children 
since most students nowadays are quite in tune with the latest technology. For instance, 
if a child loves hockey, the parents could make reading, listening, and entertaining 
material in the target language available within the home (e.g., a hockey fan blog, a live 
radio broadcast of a hockey game, podcasts by famous hockey players, a movie with a 
plot line around hockey, respectively) available within the home. It would be best if 
students are intrinsically motivated to learn a language, as this would result in less 
arguments and resistance if they really want to learn the language in the first place.
Directions for Future Research
This research study was conducted at one Cantonese Chinese IL site in Ontario. 
Future research may involve multiple Cantonese Chinese IL sites or multiple IL sites 
offering different languages across Ontario, which would allow for observing trends in 
different sites, providing findings that are more generalizable. Another interesting aspect
worthy of further investigation is the incorporation of technology into IL teaching,
*
perhaps as a supplementing teaching tool for increased interaction for students throughout 
the week, or as a mean to providing distance IL education.: In addition, the difference in 
the two teachers’ teaching styles may be attributed to their own personal learning
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experiences, their professional education, or their past teaching experiences. Future study 
can examine whether prior Ontario teacher education results in teachers having similar 
| styles, goals, and teaching pedagogies that are more likely aligned with the L2 teaching 
pedagogies used in mainstream classrooms during Core French classes.
Conclusion
! In conducting this research study, I found that it would be possible'for second- 
generation speakers of Cantonese Chinese to maintain the language if they were actively 
; engaged at home and at school. On a larger level, however, there is still room for much 
¡improvement in terms of the current policies that govern language and education here in 
¡Canada, specifically in Ontario. In order to induce changes on a much wider scale, the 
Canadian government, the Ontario Ministry of Education, school boards, administrators, 
IL teachers, and parents must be on board and working towards the same end goal: to 
better educate our students and equip them with the language skills they need to succeed 
once they leave the school-home haven. As long as these different parties do not share a 
common goal, there will be no sense of unity, continuity, or consistency between 
International Language Programs, and the students are the ones who will suffer -  students 
fobbed of the opportunity to acquire another language (in this case, their home culture), 
¡and learn about their roots, which would one day help give them the competitive edge on
the world stage.
; ;
Without constant reflection and creativity, there can be no change; without change, 
there can be no innovations and improvements. This is true in all aspects of life, but it is 
also true for business or governmental programs. The potential of the International 
Language Programs here in Ontario is huge, and it is impeded by out-of-date policies.
International Language education should not be peripheral to mainstream education. 
! Simply providing a legislation that calls for the implementation of International Language 
I Programs is no longer enough. The Ontario Ministry of Education needs to provide 
i curriculum resources, as well as teacher and learner support resources, to better facilitate 
' language learning environment in Ontario classrooms. The International Language 
! Programs have been put on the backbumer for too long, and now is the time to rescue this 
: effort, by maintaining and furthering the many gains made by researchers, teaching 
i professionals, and parents alike over the past few decades.
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Thanks for taking the time to fill out this questionnaire. In total, there are four 
parts in this questionnaire, and it should take you about ten; minutes to 
complete. In order to protect your identity and for this questionnaire to be 
anonymous, please do not write your name anywhere on this questionnaire. 
Remember, there, are no 'right' or 'wrong' answers to any of these questions; in 
addition, your answers will only be read by me and they will not be shared with 
your teacher/principal/parents/fellow students. Please read each statement 
carefully and answer them honestly by checking off the box that best describes 
you and what you think. If you don't understand what the question is asking, 
please raise your hand, and I will be happy to clarify and answer any concerns.
Thanks again for your participation!
VFFwf
Part A: Background
1) What is your gender? Female □ Male □
2) Were you born in Canada? , Yes □ No □
If you answered NO to question 2, then...
a. Please specify your country of birth.
b. Please indicate the month and year that you moved to Canada.
3) How old are you now? 8 □ 9 □ 10 □ 11 □ 12 □ Other
- □
4) Do both of your parents speak Cantonese Chinese?
Yes □ No □
If you answered NO to question 4, then... ’
a. Does one of your parents speak Cantonese Chinese?
Yes □ No □
b. Do both of your parents speak other forms of Chinese (i.e. 
Mandarin, Hakka, etc.)?
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Yes □ No □
c. Do both of your parents speak another language that is not 
Chinese?
Yes □ No □
Part B: Your opinion of the Cantonese Chinese language
For questions 1 and 2, please circle ALL choices that best describes your opinion.








2) I think it is important to speak the Chinese language because...
a. All Chinese should know their roots and their own language.
b. Chinese language is what distinguishes the Chinese people from 
people of other nationalities.
c. I need it to communicate with my family.
d. I need it to communicate with my friends.
e. I need it for communication in my day-to-day life.
Please select the column that best describes your opinion.
;S:|18SŜ ftiS®'̂ 2;̂  i ' 'r:y";"v' : v :v'';.;; Strongly
Agree Agree Neutral Disagree
Strongly
Disagree
I thirjik it is important for me to learn Chinese.
I am' proud to use the Chinese language 
whenever I have the opportunity to do so.
I only use the Chinese language when I 
absolutely need to. » ■ > -
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I think it is important for me to speak Chinese 
with my family.
I am very interested in learning Chinese.
I enjoy learning Chinese.
: I
I think knowing how to speak/write/listen in 
Chinese gives me a special advantage over 
others who do not know the Chinese 
language.
Part C: Your views on Chinese Saturday school
For questions 3, 4, and 5, please circle ALL choices that best describes your 
opinion.
3) I enjoy going to Chinese school on Saturdays because...
a. I get to see my friends.
b. I get to learn something new about the Chinese culture and 
language.
c. My teacher makes learning Chinese fun.
d. None of the above...I don't like Chinese school on Saturdays.
4) When teaching Cantonese Chinese in class, I think the teacher should...
a. Speak more Cantonese.
b. Speak more English.
c. Speak both Cantonese and English.
d. I think the amount of Cantonese and English used by the teacher 
when teaching is just right.
5) I try my best in Chinese school...
a. To achieve a good mark.
b. To impress my parents. #
c. To impress my teacher.
d. Because I want to learn.
e. I don't really try in Chinese school because I don't really care.
Please checkmark the box that most accurately describes you in each of the 
following lines.
Strongly
Agree Agree Neutral Disagree
Strongly
Disagree
I find the material covered in Chinese school 
too difficult.i .
I find the material covered in Chinese school 
too easy.
I would enjoy Chinese school more if the 
material was more relevant to my own life.
I would enjoy Chinese school more if the 
material was more interesting and fun.
. • , *
I fee( comfortable speaking Cantonese with 
my Chinese school teacher.
I would speak more Chinese in class if my 
teacher was more encouraging.
s
I always do my Chinese school homework and 
studŷ  for tests on my own. *
Someone (i.e. parent, sibling, grandparent, 
friends, etc.) always helps me with my 
Chinese school homework and test 
preparation.
I go to Chinese school because my parents 
force me.i
I would enjoy learning Chinese more if it is 
taught in my regular day school instead of in 
Saturday school.
If I have children, I will also send them to 
Chinese school so they can learn about the 
Chinese language and culture.
Part D: More about vou!
For questions 6 to 9, please circle the language you use most often in each 
scenario.
6) I most often speak □ Cantonese / □ English / □ other languages with my 
parents.
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7) I most often speak □ Cantonese / □ English / □ other languages with my 
siblings.
8) I most often speak □ Cantonese / □ English / □ other languages with my 
friends from regular day school.
9) I most often speak □ Cantonese / □ English / □ other languages with my 
friends from Saturday school.
please checkmark the box that most accurately describes you in each of the 
jfollowing lines.
Strongly
Agree Agree Neutral Disagree
Strongly 
Disagree.
I like piat Canada is a multicultural country 
where people are free to speak their own 
languages.
I warjt to learn Chinese because I think I will 
need to use it in the future (e.g. read 
restaurant menus, at work, etc.)i
I believe I can speak Chinese very well.
I believe I can write Chinese very well.
I believe I can understand any stranger who 
speaks to me in Chinese.
I read in Chinese (e.g. newspaper, books, 
blogs} etc.) in my own spare time; any 
reading material that is school-related does 
not fall in this category.
V
I write in Chinese (e.g. journal, blogs, etc.) in 
my own spare time; any writing that is done 
for school purposes do not fall in this 
category.
I watch Chinese television series/movies/news 
in myj spare time.
I liste 
radio
n to Chinese music, talk shows, and/or 
in my spare time.
My parents encourage me to speak Cantonese 
Chinese at home.i
I do hot like speaking Chinese in public 





1) Is Cantonese Chinese your first language?
i. If yes, when did you first learn it?
ii. If not, do you speak other forms of Chinese (i.e. Mandarin, 
Hakka, etc.)? Or what was your first language?
2) What is your role as an administrator for the Cantonese Chinese International
| Language program? ; M
3) What do you think is the purpose of the Cantonese Chinese International
| Language program?
ft) What is your vision for program (in 2 years, 5 years, 10 years, etc.)?
5) What existing govemmental/educational policies may inhibit your vision from
becoming a reality?
6) Do you think it is important for Chinese Canadians to maintain their mother
| tongue? Why?
[7) Do you think it is important to learn Cantonese Chinese? Why?
8) What is the most rewarding about being the administrator for the Cantonese 
Chinese International Language program?
9) What are some challenges that you have faced as an administrator of the 
Cantonese Chinese International Language program?
10) What kind of funding and resources does the Ontario government provide/allocate 
for the IL program?
11) What kind of funding and resources does the school board provide/allocate for the 
IL program?
12) Who ultimately controls how the IL is structured and how it is run?
13) What kind of additional support would you like from the Ministry of Education 
and/or school board in order to further improve the existing the IL program and its 
language maintenance efforts?
14) What kind of changes would you like to see in the existing educational policies to 
further improve the IL program and its language maintenance efforts?
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Teachers
1) Is Cantonese Chinese your first language?
i. If yes, when did you first learn it?
ii. If not, do you speak other forms of Chinese (i.e. Mandarin, 
Hakka, etc.)? Or what was your first language?
2) When and where (i.e. what country) did you first start teaching Cantonese 
Chinese?
3) How long have you been teaching the Cantonese Chinese International Language 
program here in Ontario, Canada?
4) What part of teaching in the Cantonese Chinese International Language program 
do you find most rewarding?
5) What are some challenges you have experienced while teaching in the Cantonese 
Chinese International Language program? How did you overcome them?
6) What do you think is the purpose of the Cantonese Chinese International 
Language program?
7) Do you think learning Cantonese Chinese is important? Why?
8) Who is responsible for designing the curriculum for the Cantonese Chinese 
International Language program?
9) How is the Cantonese Chinese International Language curriculum, designed? Is 
there coherence between grade levels?
10) What are some key elements/themes, if any, that exist in the curriculum of all 
grade levels?
11) How is the program designed to reflect the needs of Cantonese Chinese students 
here in Canada? Is the material relevant?
12) How do you engage and motivate your students to learn Cantonese Chinese and/or 
to use the language outside of the classroom?
13) Do you think the program is beneficial in helping younger Chinese Canadians in 
maintaining their language in the Canadian environment? How so?
14) Based on your teaching experience in the program, what kind of changes would 
you like to see in order to improve the existing program/in order to better meet the 
needs of the students?
15) Do you think that only Cantonese Chinese should be used as the medium of 
instruction in the Cantonese Chinese International Language classroom? Or do 
you think another language, such as English, may be used to better complement 
the Cantonese Chinese instructions? Why or why not?
16) In your opinion, is it better to keep the Cantonese Chinese International Language 
program on Saturdays or to include it as part of the regular school day in 
mainstream classrooms? How so?
17) Would you be interested in meeting with all/some of the students’ parents in such 
settings as parent-teacher conference, similar to that of regular day school, to 
discuss student progress, language support at home, etc.?
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Students
1) Is Cantonese Chinese your first language? : !
i. If yes, when did you first learn it?
ii. If not, how well do you think you know Cantonese Chinese? 
Do you speak other forms of Chinese (i.e. Mandarin, Hakka, 
etc.)? What is your first language?
2) What is your overall view of the Chinese language?
i. Do you think it is important for your day-to-day life? Why or 
why not?
3) Are you proud to be a Chinese?
4) What language do you use to communicate with your parents, your siblings, your 
friends, your extended family, etc.?
5) Do you think it is important to learn Cantonese Chinese? Why?
6) Of the different languages that you know, which one are you most comfortable 
with? Least comfortable with? How do you like your Saturday class (i.e. 
Cantonese Chinese International Language program)?
i. Why did you decide to come to the Cantonese Chinese 
International Language program?
ii. Do you find the program beneficial in helpingyou maintain
* your Cantonese Chinese in the Canadian environment? How
SO? : . ' - ' ■ ■ ;
iii. How do you find the material of the class? Too easy/too 
challenging? .
iv. How do you find the teaching style of the teacher? Too much 
Cantonese/too much English when giving instructions?
v. If you had the choice and power, what kind of changes would 
you make to the existing program so that others can find it ■ 
more enjoyable and beneficial?
vi. Do you think i f  s better to keep the Cantonese Chinese 
International Language program on Saturdays or to include it 
as part of the regular school day in mainstream classrooms? 
How so?
7) In your opinion, do you think a// Canadians should speak only English, or do you 
think they should maintain their home language while speaking English? Why?
8) Aside from the Cantonese Chinese International Language program, what other
opportunities do you encounter on a regular (i.e. daily to weekly) basis where you 
can practice your Cantonese Chinese (in terms of reading, writing, speaking, and 
listening)? 1 i  ,
9) Which language would you prefer to use when communicating with your parents 
in front of your friends? Which language would you prefer they use? Which 


















Why did you decide to send your child to the Cantonese Chinese International 
Language program?
Is Cantonese Chinese your first language?
i. If yes, when did you first leam it?
ii. If not, do you speak other forms of Chinese (i.e. Mandarin, Hakka, 
etc.)? Or what was your first language?
Why is it important to you that your child leam Cantonese Chinese? (e.g. job 
prospects, to leam the language because he/she is Chinese, etc.)
What language do you speak to your spouse and other members of the household? 
What language do you use when speaking to your child at home?
What language do you use when speaking to your child in public?
Do you think that the Chinese language is what distinguishes you as a Chinese 
person? (i.e. Do you think it is important that all Chinese should know the 
Chinese language?)
Do you agree with the following?
i. I like that Canada is a multicultural country where people are free
to speak their own languages, that is why I speak Cantonese -, 
whenever I can. " '
ii. I like that Canada is a multicultural country where people are free 
to speak their own languages, but English is the official language, 
and I think it is important for my child to speak English so he/she 
can fit in with society.
iii. I think it is important for my child to focus on learning English 
because it is a universal language and a language of power.
iv. I think it is important for my child to maintain his/her Chinese 
language skills because this forms a part of his/her identity. We 
should be proud to be Chinese!
Do you watch any Chinese television programming? In the presence of your 
child?
Do you listen to any Chinese radio programming/music? In the presence of your 
child?
Do you read any Chinese newspaper/magazines/books/intemet websites, etc.? In 
the presence of your child?
Does your child do his/her Chinese school homework on his/her own? Or does 
he/she need your help?; If so, in what ways do you help him/her?
What kind of age-appropriate, Chinese-related resources are available within the 
home to help your child acquire and leam the Chinese language? \
How often do you meet or speak with your child’s Cantonese Chinese school 
teacher?
Would you be interested in meeting with the teacher in such settings as parent- 




’ Letters of Information
Administrators 
Introduction
My name is Tiffany Ng and l am a Master of Education student at the Faculty of 
Education at the University of Western Ontario. I am currently conducting 
research into how Cantonese Chinese International Language programs 
contribute to the Chinese language maintenance of second-generation Chinese 
Canadians in Ontario and would like to invite you to participate in this study.
Purpose of the study
The aims of this study are to examine Cantonese Chinese language 
maintenance in the Canadian setting by investigating the Cantonese Chinese 
International Language program from the perspectives of (a) school administrator 
and teachers, (b) parents, and (c) students.
If you agree to participate
If you agree to participate in this study, you will be asked to participate in a 30- 
minute interview where you will share your opinion on the Cantonese Chinese 
International Language program, how you perceive Cantonese Chinese in 
society, your personal involvement/experience with running the program, your 
perception of provincial and federal level language policies and their power to 
influence such programs, as well as any other feedback in regards to the 
program. The interview will take place in a location agreeable to you and the 
researcher, will be audio-recorded, and these recordings will be transcribed into 
written form. You will be given the opportunity to review and make changes to 
the transcript once it is complete; this revision process will take approximately IQ- 
15 minutes. v.
Confidentiality
The information collected will be used for research purposes only, and neither 
your name nor information which could identify you will be used in any publication 
or presentation of the study results. All information collected for the study will be 
kept confidential. The school, the classroom, and all individuals involved in this 
study will be assigned pseudonyms to protect their identities. All information 
collected will remain solely in my possession and will not be shared with any 
member of your school, such as fellow staff, students, and their parents.
&
Risks & Benefits
There are no known risks but there are benefits to participating in this study. The 
language attitude and language use sectors of this study may shed light on 
teaching techniques and strategies that would complement the existing teaching 
method of the school to further promote the use of Cantonese Chinese both 
inside and outside of the International Language classroom.
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Voluntary Participation
Participation in this study is voluntary. You may refuse to participate, refuse to 
answer any questions or withdraw from the study at any time, with no effect on 
you personally or your employment status in any way.
Questions
If you have any questions about the conduct of this study or your rights as a 
research participant, you may contact the Manager, Office of Research Ethics, 
the University of Western Ontario, at 519-661-3036 or ethics@uwo.ca. If you 
have any questions about this study, please contact me at 905-814-8732 or at 
tnq24@uwo.ca or my thesis supervisor, Dr. Shelley Taylor, at 519-661-2111 x 
82784 or at tavlor@uwo.ca.
This letter is yours to keep for future reference. If you would like to participate in 
this study, please kindly fill out the attached Consent Form and return that to me 
by next Saturday, January 15th, 2011.







My name is Tiffany Ng and I am a Master of Education student at the Faculty of 
Education at the University of Western Ontario. I am currently conducting 
research into how Cantonese Chinese International Language programs 
contribute to the Chinese language maintenance of second-generation Chinese 
Canadians in Ontario and would like to invite you to participate in this study.
Purpose of the study
The aims of this study are to examine Cantonese Chinese language 
maintenance in the Canadian setting by investigating the Cantonese Chinese 
International Language program from the perspectives of (a) school administrator 
and teachers, (b) parents, and (c) students.
If you agree to participate
If you agree to participate in this study, you will be asked to participate in a 30- 
minute interview where you will share your opinion on the Cantonese Chinese 
International Language program, how you perceive Cantonese Chinese in 
society, your personal experience teaching in the program, your methodology 
when teaching the language, as well as any other feedback in regards to the 
program. In addition, I will make weekly visits to your classroom for a period of 
three to four weeks to observe and document such items as classroom setup, 
teacher-student interactions, students’ participation, and classroom instructions. 
|The interview will take place outside of class time in your classroom; it will be 
audio-recorded, transcribed, and typed into written form. You will be given the 
Jopportunity to review and make changes to the transcript once it is complete; this 
revision process will take approximately 10-15 minutes.
^Confidentiality
The information collected will be used for research purposes only, and neither 
your name nor information which could identify you will be used in any publication 
or presentation of the study results. All information collected for the study will be 
|<ept confidential. The school, the classroom, and all individuals involved in this 
study will be assigned pseudonyms to protect their identities. All information 
collected will remain solely in my possession and will not be shared with any 
jmember of your school, such as the principal, fellow teachers, or other students.
fRisks & Benefits *
There are no known risks to participating in this study.
Voluntary Participation
Participation in this study is voluntary. You may refuse to participate, refuse to 
answer any questions or withdraw from the study at any time, with no effect on 
you personally or your employment status in any way.
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Questions
If you have any questions about the conduct of this study or your rights as a 
research participant, you may contact the Manager, Office of Research Ethics, 
the University of Western Ontario, at 519-661-3036 or ethics@uwo.ca. If you 
have any questions about this study, please contact me at 905-814-8732 or at 
tnq24@uwo.ca or my thesis supervisor, Dr. Shelley Taylor, at 519-661-2111 x 
82784 or at tavlor@uwo.ca.
This letter is yours to keep for future reference. If you would like to participate in 
this study, please kindly fill out the attached Consent Form and return that to me 
by next Saturday, January 15th, 2011.
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My name is Tiffany Ng and I am a Master of Education student at the Faculty of 
Education at the University of Western Ontario. I am currently conducting 
research into how Cantonese Chinese International Language programs 
contribute to the Chinese language maintenance of second-generation Chinese 
Canadians in Ontario and would like to invite you to participate in this study.
Purpose of the study
The aims of this study are to examine Cantonese Chinese language 
maintenance in the Canadian setting by investigating the Cantonese Chinese 
International Language program from the perspectives of (a) school administrator 
and teachers, (b) parents, and (c) students.
If you and your child agree to participate
If you and your child agree to participate in this study, I will take field notes during 
my bi-weekly classroom observations on classroom setup, teacher-students 
interaction, and students’ participation in the program for the duration of three- 
four weeks. Your child will be asked to fill out a questionnaire answering 
questions on his/her background, language use patterns, view on the Cantonese 
Chinese language, etc.; this questionnaire will take approximately 15-20 minutes 
to complete.
Four children and their respective families out of those who consent will 
participate in the second part of the study. For those children, I may also collect 
and photocopy artefacts such as your child’s report cards, reading logs, writing 
samples, and test scores for analysis. If you are selected as one of the four, you 
and your child will have the chance to participate in interviews so I can learn 
about your language views and values, as well as gain your input on how 
Cantonese Chinese language issues are addressed in the home or classroom. 
The interviews will be audio-recorded; these recordings will be transcribed and 
typed into written form. You will be given the opportunity to review and make 
changes to the transcript once it is complete; this revision process will take 
approximately 10-15 minutes.
If you do not consent to your child’s participation in either part of the study, no 
observational notes will be made about your child during classroom observations.
Confidentiality
The information collected will be used for research purposes only, and neither 
your name nor information which could identify you or your child will be used in 
any publication or presentation of the study results. All information collected for 
the study will be kept confidential. The school, the classroom, and all individuals 
involved in this study will be assigned pseudonyms to protect their identities. All 
information collected will remain solely in my possession and will not be shared
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with any member of your school, such as the principal, teacher, or other students. 
Information gathered may be retained indefinitely for future studies, but will not 
include any identifying information.
Risks & Benefits
There are no known risks to participating in this study.
Voluntary Participation
Participation in this study is voluntary. You and your child may refuse to 
participate, refuse to answer any questions or withdraw from the study at any 
time, with no effect on you personally or your child’s academic status in any way.
Questions
If you have any questions about the conduct of this study or your rights as a 
research participant, you may contact the Manager, Office of Research Ethics, 
the University of Western Ontario, at 519-661-3036 or ethics@uwo.ca. If you 
have any questions about this study, please contact me at 905-814-8732 or at 
tnq24@uwo.ca or my thesis supervisor, Dr. Shelley Taylor, at 519-661-2111 x 
82784 or at tavlor@uwo.ca.
This letter is yours to keep for future reference. If you and your child would like to 
participate in this study, please kindly fill out the attached Consent Form and 
return that to me by next Saturday, January 29th, 2011.
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Chinese Cantonese International Language Programs: An 
Opportunity or a Lost Cause to the Promotion of Chinese Language
Maintenance?
Tiffany Ng, M.Ed. Candidate 
University of Western Ontario 
London, Ontario
INVITATION TO PARTICIPATE & CONSENT FORM
(For the principal)
I have read the Letter of Information, have had the nature of the study 
explained to me, and I agree to participate. All questions have been 
answered to my satisfaction.




Chinese Cantonese International Language Programs: An 
Opportunity or a Lost Cause to the Promotion of Chinese Language
Maintenance?
Tiffany Ng, M.Ed. Candidate 
University of Western Ontario 
London, Ontario
INVITATION TO PARTICIPATE & CONSENT FORM
(For the teachers)
I have read the Letter of Information, have had the nature of the study 
explained to me, and I agree to participate. All questions have been 
answered to my satisfaction.
Full Name (please print)
Signature Date
NOTE:




Chinese Cantonese International Language Programs: An 
Opportunity or a Lost Cause to the Promotion of Chinese Language
Maintenance?
Tiffany Ng, M.Ed. Candidate 
University of Western Ontario 
London, Ontario
INVITATION TO PARTICIPATE & CONSENT FORM 
(For the parents & students)
P a r e n ts  an d  S tu d en ts
I have read the Letter of Information, have had the nature of the study explained to me, and have 
had all questions answered to my satisfaction.
My child and I agree to participate in this study. (Please check all categories that you and your 
child would like to participate in)
□  Classroom observation
□  Student questionnaire
□  Student interview
□  Parent interview
Name of Student (please print)
Student's Signature Date
Name of Parent/Guardian (please print)
Parent/Guardian's Signature Date
Contacts
Phone Number: _______________________________ _
Email Address: _________________________________
Please Indicate the following:
Was your child born In Canada? Yes □  No □
If not, please specify your child’s place of birth below.
